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ABSTRACT
Effective Leadership in Urban liducatio;.
Through Parent Involvement
(May 1980)
Percy W. Jenkins, B.A., West Virginia State University;
.S.
,
Brooklyn College; Ed.D., University of Massachusetts /Amherst
Directed by: Professor George K. Urch
This study was designed to explore the effects of the implementa-^
tion of a leadership model for the urban principal, with parent involve-
ment as a key component. A parent education program was designed
to help parents move up the hierarchy of parental participation in the
school decision-making process. The parent education program was
designed to help parents acquire skills necessary to help their children
learn as well as emphasize parent involvement through the Charrette,
a vehicle for including parents, staff, students, and commmiity in the
decision-making process.
The central questions of the study were: (1) Would the parental
involvement program raise the academic achievement levels of students
as measured by standardized reading test scores and improvement in
subject grades? (2) Would the program bring about improvement in
the school tone, as reflected hy a reduction in the number of alterca-
tions between students and staff and in the number of classroom
disruptions? (3) Would the program raise the level and quality of
parent participation? and (4) Would the Charrette enable students,
teachers, and parents to cooperatively participate in decision-making?
The results of the study demonstrated both an increase in the
numbers of participating parents and a dramatic increase in the level
and quality of the participation of parents, teachers, and students in
determining- the policy and practices of the school.
The differences in the number of altercations between students
and staff were insignificant. Therefore, no conclusion with regard
to school climate could be drawn on the basis of this data. In terms
of growth patterns in reading and student progTcss in subjects, the
data was also inconclusi-ve.
Although the effects of the leadership model on student achieve-
ment could not easily be assessed, there were manh noticeable changes
ir the operation of the school. For example, parents, students, and
teaches worked intensively to identify and work out sooutions to school
problems. A feeling of trust and ownership on the part of all has
surfaced, creating a new awareness among the staff of student needs
and parent expectations.
This points to the significance of the study as a path for the
improvement of inner city schools. Further study needs to be done in
the area of involving pai’ents and students, as well as staff, in
educational planning and decision-making.
v
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CHAPTER I
INTRODUCTION
Statement of the Problem
The failure of public schools to educate inner-city children can
be seen in high levels of violence, low academic achievement, and
significant drop-out rates. Among the most important factors that
contribute to this failure, are ineffective leadership at the principal’s
level and the lack of parent participation in the educational process of
their children. The factors are linked: ineffective leadership by
urban school principals can lead to tension-ridden school-community
environments marked by the alienation of parents, teachers, and
students from the schools; this then directly contributes to the failure
of inner-city students to acquire the minimum essential skills necessary
to function adequatel^r in adult society.
Some research, such as that of Coleman (1966) seemed to indicate
that schools, as now constituted, have little effect on overcoming the
disadvantages children bring from home. However, recent studies
by Edmonds (1979) and Rutte (1979) suggest that if urban schools are
properly run, virtually all students can achieve the minimum essentials
necessary to function adequately in adult society.
Edmonds’ research isolated the following characteristics as
those found in schools with successful outcomes: (1) strong leadership
by the principal, (2) clearly understood teaching objectives, (3) a
1
2school climate that is safe, orderly, attractive, serious and non-oppressivo
(4) teachers that hold high expectations for all students, and (5) the
use of standardized tests as a means of measuring progress and making
plans for what to do next. Three broad patterns emerged from Rutter’s
research. The first was that in schools with favorable outcomes, teacher =
expected students to do well on exams, complete homework assignments,
and to act responsibly. The second pattern that emerged was that
consistency and shared norms are strongly related both to better behavior
and to success in examinations. Thirdly, schools that provided feedback
to students other than formal grading had more favorable outcomes
(Grants, 1979) .
These studies indicate that through effective leadership, urban
schools can help students achieve academic success. They suggest that
urban educational leaders have failed to operate from a model of leader-
ship based cn the theories, philosophies, and research that exist in
studies of leadership in a wider context. They further point to the
close link betv;een lack of effective leadership in urban education and
the absence of meaningful parental involvement.
The right of the citizen to participate in the policies and practices
of schools through the political process has been clearly established by
the Constitution which delegates to the states the responsibility for the
organization and administration of public schooling. The states have
created local school districts and boards to assure local citizens a voice
in the policies and practices of schools which serve their children
(Reutter and Hamilton, 1976). The attempt of educators to involve
3parents in sc)\oois so as to raise tlie achievement levels of children can
be traced back to the efforts of Henry Barnard and Emma Willard, as
early as the late 1830s. Further, the idea of seeking parent cooperation
with the school in order to raise the achievement level of ’’disadvantaged
chidren” is not new. However, the term ’’disadvantaged” as used in the
past referred to the children of European immigrants, rather than to the
Black and other minority groups that dwell in the inner-cities of today
(Dentler
,
). Throughout tl.S, history, Blacks have been subjected
to legal and extra-legal practices which have excluded them from the
political process on every level. This exclusion has contributed to the
failure of many Blacks to participate effectively in the policies and
practices of schools.
The parents of children, who are presently attending the inner-
city schools are those upon whom economic, political, and social discrimina-
tion have had the greatest impact. Such parents have the greatest
resistance to and few of the skills required for effective participation in
the educational process of their children. If, as suggested by the
research of Edmonds and Rutter, shared norms and a healthy school
climate are characteristics of schools with favorable outcomes, the urban
school principal should provide a progTam through which parents can
gain the skills required for effective participation. Further, a vehicle
through which parents, students, and teachers can participate in the
decision-making process of the school must also be provided.
The Purpose of the Study
This study will investigate the major leadership theories in light of
4these observations. The purpose of the study is to develop a participator
leadership model for the urban principal in which parent involvement is
a key component. Further, the model will include a parent involvement
program designed to move parents from the entry level of participation
in school affaii s to the level of structured participation in the decision-
making' process.
The parent involvement program will begin with parent workshops,
the content of which is planned to help parents acquire the skills needed
to help their children in the areas of reading, mathematics, and choosing
a high school. As the workshops progress, parents will be introduced
to a problem-solving process designed to help them identify problems
and to brainstorm and work out appropriate stolutions. As parents
progress along the hierarchy of participation to Level 5, they will be
invited to participate in the "Charrette which includes teachers,
students, and administrators. The "Charrette,” a term used to denote
a planning group, is a vehicle through which parents, students, and
teachers participate in the decision-making process.
The impact of the participatory model of leadership on the school
will be analyzed by examining the growth patterns in academic achieve-
ment
,
improvement in school climate as reflected by the number of in-
school disruptions, and the level and quality of parent involvement.
The central questions of this study are:
(1) Will this program increase the level of academic achievement
of the students as measured by standardized achievement
tests and subject grades?
5(2) Will this pro()i*am cause improvement in the school climate
as reflected by a reduction in the number of altercations
between students, between students and teachers, and in-
classroom disruptions?
(3) Will this program raise the level and quality of parent
participation?
(4) Will the Charrette enable students, teachers, and parents
to cooperatively participate in decision-making without
conflicts?
Study Design
This model was developed and tested at a middle school located
in the Oceanhill-Brownsville section of Brooklyn, New York. The age
range of the students is twelve to fifteen years. The ethnic composition
of the student population is ninety-two percent Black and eight percent
Hispanic. The building is twelve years old and was designed specifically
to meet the needs of the middle school program. It is important to note,
hov/ever, that area residents have criticized the outer appearance of
the building as looking like a prison. Another factor which strongly
influences the perception of the school held by neighborhood residents,
as well as by New York City residents generally, is that the building
was opened as part of the Oceanhill-Brownsville Experimental School
District in Community Control. It is fair to say that this school was
an integral part of the crucible in which minority groups waged their
battle for community control of the urban public schools.
6At the height of the struggle, citizen participation in the affairs
of the school was high. For example, it was not unusual to have moFe
than two hundred people at a parent association meeting. In assessing
the level of parent participation in the practices and policies of the
school during this period, two factors must be considered: (1) the
focus of participatory activities was on the city-wide and nation-wide
struggle for community control rather than on the school itself, and
(2) the quality and degree of participation of parents of children
actually attending the school was very low. When the demise of the
experimental district occurred, the school was left without an active
or effective parent organization.
In 1972, the school ranked last in New York City, as measured
by the city-wide reading tests. The median reading grade for eighth
grade students in 1972 was 3.2, and the school continues to rank near
the bottom of New York City middle schools. However, the rankings
of New York City public schools are now based on the number of
students reading at or above grade level. The median grade for
eighth gTaders of the school presently stands at 6.95 as of April, 1979,
The predominantly Black neighborhood of this school has suffered
as much as, if not more than any other, the devastating effects of
the impingements of poverty upon the lives of the Black and the poor.
The destruction of housing units is reflected in the drop in student
population of the scjpp;/ Om 1083. tjere were 2.175 students on
register; the current register is 683. The various governmental
agencies in their efforts to rebuild the area have caused more wide-
spread demolition of housing than the rehabilitation or development
7of new boosing. The result is that many people ai^e virtually
driven from the area because they cannot find adequate housing. These
conditions place the community in the well documented patterns of
under-achievement of students, high crime, and high drop-out rates.
A pilot study was conducted in order to determine the validity of
the questions being asked and the reliability of the research design.
The central question of the pilot study was: "Will the participation of
parents in a parent educational program designed to expose them to the
same experiences in reading and mathematics that their children have in
the classes result in a rise in the achievement levels of their children
as measured by standardized tests?" The research design of the pilot
study was experimental in that it provided for a treatment group and a
control group, a pre- specified system of categories for selection of
data, and an analysis of correlation of significance between achievement
in reading and math and the variables chosen.
From the beginning, the researcher acted as a participant observer.
The term "participant observer" is used here as defined by Bogdan and
Taylor (1970) who stated;
Participant observation is research characterized by a
period of intense social interaction between the researcher
and the subjects, in the milieu of the latter. During this
^
period data are unobtrusively and systematically collected.
In the course of observation, it became clear that there were many
significant changes taking place in the school as a result of the parent
education program. Some of the changes were: a heightened awareness
of teachers and administrators regarding the goals and expectations of
parents for their children, increased teacher attendance, a
recognizable
increase in the power base of the principal, participation in
programming
Rby parents, the creation of a parent recoplion room manned by parents
five days a week, and myriad other activities in which parents engas^ed
themselves that made a real difference in the quality of life of the
school
.
As the investigation of the primary question was based on achieve-
ment scores, data gathered precluded evaluation based on the kinds cf
observations mentioned above. However, an analysis of the data gathered
from the pilot study served as the impetus for an organized parent
education program. The study also served to highlight the changing
relationships between parents, students, and teachers and their positive
impact on the quality of life within the school . It also pointed up the
need to conduct the longer study in such a way that emerging relation-
ship patterns could be identified and their impact on the process of
change assessed.
There are many other pieces of information which emerged from
the pilot study and have been taken into account in the design of the
present study. In an attempt to further clarify the research design of
this study, some of the more important findings are listed below;
1. Setting up control groups of parents in this situation,
while maintaining randomization, proved to be unrealistic
and unwise. Among the many difficulties was that being
selected or not was often seen by parents as "favoritism.^'
2. The extent of parental participation may be large in terms
of overall numbers; however, it is difficult to get the same
parents to attend each of the workshop meetings. The
difficulty then arises that the "N" for the coefficient of
coi relation is so small as to rnake any generalizations from
it unreliable.
Evaluating the effect of the presence and participation of
one parent in the school on the basis of the rise of the
level of achievement of his/her child is totally ineffectual.
For example, parent "A” was very active; she spent four-
days each week manning a hospitality room for parents
and teachers. Her child, who had been a very disruptive
student, displayed new interest in school and, according
to the teachers, had a calming effect on many other students
in his class. However, there was no change in his achieve-
ment scores.
A small group of parents with sophisticated participatory
skills profoundly affected the teachers' awareness of the
needs of children and parents.
There were a considerable number of parents interested in
the parent education program; however, because of their
work schedules they were unable to attend evening meetings.
These parents were still very active in school affairs. For
example, they joined committees to meet with district and
city Board of Education officials on behalf of the school.
Parents who were included in the decision-making process
showed greater interest and willingness to work towards
the implementation of programs which they helped formulate.
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This phenomenon gave the urban principal leverage well
beyond that which supposedly comes by virtue of the
principalship.
The statements above represent a few of the important factors
emerging from the interactions of parents, students, and teachers
during the pilot program. In summary, it would seem that the valuable
findings were: (1) that a small group of parents highly trained in the
skills required for effective democratic participation in the decision-
making process can have a positive effect on an entire school; (2) that
the result of parent participation has an impact on the school that
cannot be measured by using the achievement of the child of a single
participant parent as a criterion. Therefore, group data will be used
to measure parent effectiveness on overall achievement; and, (3) parental
involvement can be an effective strategy of the urban principal toward
making urban schools effective.
The pilot study clearly revealed the disadvantages of the use of
an experimental design in this type of study, therefore, a decision was
made to malce this a demonstration action research study. The researcher
used an "anthropological” approach to inter-action analysis for purposes
of investigating the relationships between the working groups in the
study. This approach has many advantages over the Flanders system
or any other system which prescribes categories for the collection of
data. First, the "anthropological" approach does not make a strong
categorical distinction between the observer and the observed. In this
study the researcher cannot detach himself from the group but must
11
become immersed in it. Second, data collection is open-ended which
allows for emerging issues to be focused upon. Analysis that insists
upon the utilization of prespecified categories to assist explanation may
render the explanation tautological (Stubbs and Delamont, 1970). Third,
’'anthropological" analysis takes into consideration the social and
temporal context in which the data are collected, thereby permiitting
emphasis on aspects which may be relevant to the interpretation of the
data.
The data collected for the study can be classified in four ways:
(1) the data which describe the interactions among parents,
students, and teachers during meetings,
(2) the data which reflects the academic growth of students;
that is, reading growth patterns as measured by standardized
test scores and grade averages in major subjects;
(3) the data which will be used to assess the school climate
as measured by the number of in-school disruptions which
result in the administrative suspension of the students involved
(4) the data which will show the level and quality of parent
participation.
The data was collected in the following ways:
(1) "Field Notes" were used to obtain the information necessary
tc analyze the interactions among parents, students, and
teachers during parent workshops and Charrette meetings.
As recommended by Bogdan and Taylor (1970) , the observer
recorded his observations immediately following the group
meetings. An analysis of these intriraetions will bo
included in Chapter IV of this .study.
(2) The reading scores from the city-wide reading tc.sls in
June, 1978 and June, 1979, have been used to establish
reading growth patterns as measured by the standardized
tests. Student averages in major subjects as recorded in
June, 1978, and June, 1979, have been compared to determine
studem. progress in academie subject areas.
(3) The number of incidents in which student .s were involved
from September, 1977, to June, 1978, and September, 1978,
to June, 1979, which resulted in 'suspensions, have been
categorized as to the nature of the incident and the totals
for each year compared.
(4) The level and quality of parent participation has been assessed
by analyzing field notes of parent workshops and Chaj’rette
meetings. Transcriptions of these meetings were made as
prescribed by Goldbammer (1969); essentially, this means
that the researcher made tape recordings or near-verbatim
transcriptions and then sought to interpret the data. Another
participant also acted as recorder at each workshop meeting
in order to insure objectivity. Summaries of the aforementioned
data are included in the Appendix to this study.
A library search, including the use of ERIC, was used to gather
the information on leadership theories, philosophies, and .styles as well
as on parent involvement and parent education programs.
13
Limitations of the Study
The definition of parent involvement as discussed earlier be^ns
to reveal the boundaries of the study. In this study, regular attendance
at Parent Teacher Association meetings, workshops, teas, hmcheons,
and volunteering in school-time activity such as manning the Parent
Room
,
are considered parent involvement
.
The pilot study which was carried out over a period of two and a
half years also places some restrictions on makmg generalizations to a
similar parent population. Among the reasons for these restrictions are:
(1) The curriculum for the parent education program to be
used in this study emerged out of a series of workshops
held over the two and a half year period from September
1975, through June, 1977. The content of the workshop,
therefore, has been selected largely because of its success
in meeting the goals and objectives of the particular parent
population m the pilot study.
(2) One of the results of the pilot study was that a core of the
more skilled and more assertive parents, who otherwise might
have left the neighborhood, kept their children enrolled in the
school.
Therefore, this study begins with a small, sophisticated corps of parents.
These parents were resolved: "This is our school. We will make it what
we want it to be." Additionally, many of the parents who participated
in this study have acquired a sophistication in the skills required to
engage effectively in the governance of the school as well as in
judging
the value of the instructional program and the effectiveness of
the pro-
fessional staff.
This clearly implies that one should determine the level of involve-
ment of the parents with whom one is working before using the activities
presented in this study.
Definition of Terms
-Parent Involvement : The exercise of a full participatory role
by parents in the total educational process of their children.
Specifically, that parents function as partners and evaluators in
the development of curriculum
,
exercise an effective role in the
decision-making process of the school, and recognize their role
as educators of their children.
-Educational Process : The total role played by "significant others"
in the development of cognitive strategies and self-images of
children in the home and school learning environments.
-School Tone : The quality ot the relationship between the working-
groups within the school. Specifically, the level of rapport
between students, teachers, administrators, and parents within
the school.
-Charrette: Literally, a planning group; as used in this paper,
the vehicle through which parents, students, and teachers
participate in the decision-making process of the school.
Significance of the Study
The focus of this research is a crucial problem of urban society
today—the failure of inner city schools to educate. That many inner
city schools are not attaining their goals and objectives is evident, for
inner city children are failing in large numbers io gain the basic
skills
15
required to become functioning adults in our society (Clreer, 1970). The
failure of the schools to maintain a healthy learning environment is
reflected in, among other factors, widespread hostility of parents and
students toward schools, high rates of student and teacher absenteeism,
and acts of student violence directed towards teachers and other
students.
An important criterion for the evaluation of the effectiveness of
the urban school principal is the degree to which his/her school attains
its goals and objectives, while maintaining its organizational health.
This study proposes to demonstrate that urban principals can, by
exercising leadership in the area of parent involvement, increase the
effectiveness of the role played by parents in the educational process
of their children
,
thereby making it possible for the schools to attain
their goals and objectives. Specifically, the study seeks to design,
implement, and evaluate a participatory leadership model which will
enable parents to acquire the skills necessary for effective participation
in the practices and policies of the school, to develop the parenting
skills necessary for effective participation in the educational process of
their children, and to develop a vehicle thro\igh which this participation
can take place.
Organization of the Dissertation
Chapter I, the introduction to the study, includes the statements
of the problem , significance of the study , limitation of the study
,
research design, methodology, methods of collecting data, and a
definition of terms.
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Chapter IT presents a reviev'/ of the theories, philosophies, and
research on leadership and a review of the literature on parent
participation.
Chapter III consists of the proposed model of leadership and a
hierarchical model of a parent involvement program.
Chapter IV presents the outcomes of the parent education
program and their implications for further research.
Chapter V reviews highlights of the study, recomniondations.
and need for further research.
17
FOOTNOTES—CHAPTER I
IRobert Bodgan and Steven J. Taylor, Introduction to Qualitative
Research Methods: A Phenomenological Approach to the Social Sciences.
(New York: Wiley, 1975), p. 56.
CHAPTER II
EDUCATIONAL LEADERSHIP AND PARENT
INVOLVEMENT: A RATIONALE
In urban communities across the United States today, school
professionals are being pressured to do a better job of educating inner
city children, most of whom are Black and poor. This concern stems
mainly from the fact that far too few urban children are acquiring the
skills needed to function in today’s society . The pervasive failure of
urban schools to educate persists despite interest and funding from the
federal government which in 1976, reached the level of two billion dollars
annually (National Institute of Education, 1976). Many educators use
the ’’blame the victim” syndrome to explain the failure, citing cultural;
social, and economic factors which adversely affect inner city students
as reasons for the present dysfunction of the urban school organization.
In view of the focus of this study on the role of the urban principal
as an educational leader and on the direct participation of parents in
their children’s schooling, this chapter reviews the literature on leader-
ship, on urban school leadership in particular and the skills required,
and on parent involvement in schools. Because of the breadth of both
issues, the chapter includes discussion of other relevant but tangential
concepts, such as child development and participation theory
18
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Leadership
A number of writers view ineffective leadership at the principal's
level as being one of the root causes of the failure of the urban school
organization. Among them are Roberts (1976) and Raspberry (1977).
Roberts maintained that principals create a negative atmospViere in the
school by basing school policies on assumptions about "control" rather
than on assumptions about "growth." in describing this situation,
Roberts stated:
Schools in general and urban schools in particular are all too
often designed for meeting the need to 'contain,' 'handle,'
'keep' and 'control' as much as to educate. The routines of
schools, the simplistic reward and punishment systems, the
sanctions, the teaching, and especially the administrative
styles are all found upon close study to be more influenced
by assumptions about 'control' than by assumptions about
'growth.' 1
In a more positive vein, Raspberry wrote about a number of inner
city schools that were succeeding in the face of such real constraints as
low budgets, inadequate facilities, and serving a low socio-economic
constituency. He identified the principal as being the key to the success
of each of these schools.
The need for principals capable of providing competent educational
leadership is underscored by the writing of Barnard (1938)> who noted
that the executive (leader) is responsible for the goal focus of the
organization as well as for helping the organization attain its goal and
objectives. In the same vein, Sperry (1974), commenting on the results
of his investigation based on the Guba-Getzels Model of Leadership,
stated: "the practical significance of this study was its demonstration
that the building level administrator, the principal, is the real gatekeeper
20
and quality control for educational chanp^e, regardless of teacher
. 9
experience and social factors."
There are many factors responsible for the low quality of leadership
in urban schools. Foremost among them are: (1) the dearth of effective
proactive leadership models: (2) the persistence of racism, class bias,
and bureaucracy; (3) the lack of parental advocates for change; and
(4) the system’s inability to provide rewards for its members based on
the quality of member contributions toward the attainment of organizational
goals
.
The major focus of this section will be to examine leadership theories
for the purpose of determining the extent to which they can contribute to
the development of successful leadership models for urban schools. More
specifically, this section on leadership will include: (1) a review of the
major leadership theories; (2) an examination of the leadership role of
the urban principal; and (3) an identification and discussion of the key
skills needed for effective leadership in the urban schools. The second
section of this chapter reviews parent participation.
Traditionally, many of the writers theorizing about leadership
placed emphasis on the importance of personal traits, while others chose
to focus on the situational or on the behavioral aspects of leadership
.
In what has frequently been referred to as perhaps the most exhaustive
survey of leadership studies (well over 5,000), Stogdill (1974) identified
the following six general categories: (1) Great Man Theories,
(2) Environmental Theories, (3) Personal-Situational Theories
(4) Interaction-Expectation Theories, (5) Humanistic Theories, and
(6) Exchange Theories. This writer will use the categories suggested by
Stogdill to present the most sifp-iificant learlership theories and the
research stemming from them.
21
Ear*ly theorists attempted to explain leadership on the basis of
inheritance. This "great man" theory or trait approach suggested that
if by delineating the traits of leaders, one could then predict the
emergence and explain the nature of leadership. Stogdill (1948)
examined 124 studies on the relationship between leader traits and leader
behavior, concluding that:
A person does not become a leader by virtue of the possession
of some combination of traits, but the pattern of personal
characteristics of the leader must have some relevant relation-
ship to the characteristics, activities, and goals of the
foliov/er s. ^
Firth (1976) also conducted an exhaustive survey of the literature
on the trait approach and concluded that leaders do not possess common
characteristics, traits, or consistent patterns thereof, nor is it possible
to make predictions of leadership potential based on personality,
intelligence, status, or scholarship.
Another group of theorists, the environmentalists, advanced the
view that the emergence of leadership v/as dependent upon the factors of
time, place, and circumstance. Mumford (1909), an early environmentalist,
maintained that the leader emerged by virtue of abilities and skills,
change, and adaptation. Like Mumford, Bogardus (1918), Hocking (1924),
and Murphy (1941), all supported the environmental theory as an explana-
tion of the emergence of leadership. In response to this notion, Stogdill
(1974) maintains that the test of the environmental theory is the answer
to the question, "How many crises arise that do not produce leadership
4
adequate to solve the problems?"
22
Both tho "great man" and the "environmental" theorists took into
account only a single set of factors in predicting emergence of leadership.
Expanding upon the work of the environmentalists, the personal-
situational theorists advanced the view that the interactive effects of
the individual and the situational factors had to be taken into account in
any attempt to explain the emergence and the nature of leadership
.
VVestburgh (1931), Case (1933), Brown (1936), and Gerth and Mills
(1952)
,
all advanced views supportive of the concept of leadership as a
result of the interactive forces between the leader and the situation.
Stogdill raid Shartle (1955) proposed to study leadership in terms of
status, interaction, perceptions, and behavior of individuals in relation
to other members of the group. Leadership in this framework was re-
garded as a relationship between person rather than a characteristic of
the isolated individual. Cattell (1951) corroborated this view, concluding
that "leadership represented a dynamic interaction between the goals
5
of the leader and the goals and needs of the followers."
The interaction-expectation theories include the personal-
sit nationalistic view of leadership, while adding important concepts which
make it possible to operationalize and study such factors as the locus of
power, position, and the legitimacy of authority. For example, these
theorists suggest that the probability of success of an attempted leader-
ship act is a function of the members’ perception of their freedom to
accept or reject the structure-in-interaction (origination of the leadership
act). When such structure leads to the solution of mutual problems, it
acquires value and strengthens the expectation that all group members
will conform to the structure. From this view, leadership acts initiate
atructure-in-interaction
,
and leadership is the act of initiating such
structure (Hemphill, 1954).
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Stogdill (1959) developed an expectancy-reinforcement theory of
role attainment. This theory holds that as group members interact and
engage in mutual task performance, they reinforce the expectation that
each will continue to act and interact in accord with previous performance.
Further, the leadership potential of any given member is defined by the
extent to which he maintains structure-in-interaction and expectation.
Hemphill (1954), Bass (1960), and Fiedler (1967), all advanced theories
which fall within the interaction-expectation category.
Outstanding among the humanistic theories are those of Argyis
(1957)
,
Blake and Mouton (1964)
,
and McGregor (1960) . They maintain
that the human being is by nature a motivated organism. The function
of leadership is to modify the organization in order to provide freedom
for the individual to realize motivational potential for fulfillment of
individual needs and at the same time contribute toward the accomplish-
ment of organizational goals.
Exchange theories were advanced by Homans (1958), Thibaut and
Kelley (1959), Gergen (1969), and Jacobs (1971). The basic assumption
of these theories is that social interaction represents a form of exchange
in which group members contribute to the attainment of organiza.tionai
goals on the basis of the rewards they receive for their contributions.
Barnard (1938) advanced this concept as one condition for maintaining
the willingness of group members to continue to serve the organization.
Most modern research falls within the categories of the theories
advanced by the personal- situationalists and the behaviorists.
The
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bthaviorists saw the leadership role as a facilitating of the social
process, while the porsonal-situationalists saw it as resulting from tiu
context in which the given leadership act took place.
The Ohio State leadership studies, condueted \indor the auspices
of the Personnel Research Board beginning in 1945, marked the start of
scientific research into leader behavior
.
This research also marked the
start of the formulation of the personal- situationalist theory of leader-
ship. The purpose of the studies was to design a program of basic
research, with the aim of developing research methods and of obtaining
information which might lead to a better understanding of leadership.
The instrument which grew out of these studies—The Leadership Behavioi
Description Questionnaire (LBDQ)—has played a major role in contemporary
research related to the personal- situationalist theory. This instrument
identified Initiating Structure and Consideration as the two fundamental
leadership dimensions (Halpin, 1966). Halpin described the two dimensions
as follows;
Initiating Structures refers to the leader’s behavior in
delineating the relationship between himself and members of
the work group, and in endeavoring to establish well-
defined patterns of organization, channels of communication,
and methods of procedure. Consideration refers to behavior
indicative of friendship, mutual trust, respect, and warmth
in the relationship between the leader and the members of his
staff. ^
7
The following table (Sergiovanni and Startat, 1971) summarizes
the major studies of the past two decades which emphasize the dimensions
of leadership identified by Halpin.
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TABLE 1
Summary of Leadership Dimensions
Bowers & Seashore
(1966)
Hemphill & Coons
(1957)
Katz, et al„ (1950)
Katz (1958)
Mann (1962)
Likert (1961)
Cartwright & Zander
(1957)
Getzels & Cuba
(1957)
Brown (1966)
Blake & Mouton
(1966)
Concern for peop le
Interaction facilita-
tion
Group-interaction
facilitation behavior
Employee orientation
Providing need
satisfaction
Human relations skills
Principle of supportive
relationships
Group maintenance
functions
Idiographic
Person orientation
Concern for people
Concern for getting
job done
Work facilitation
Objective attainment
Production orientation
Enabling goal
achievement
Administrative skills;
technical skills
Technical knowledges
planning, scheduling
Goal-achievement
functions
Nomothetic
System orientation
Concern for production.
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While continuing to focus on the dimensions of leadership identified
by Halpin (1966) as Initiating Structure and Consideration, contemporary
researchers have examined a variety of criteria as potential moderators
between Initiating Structure and Consideration.
Badin (1974) examined group size, tenure, position, power and
task structure as potential moderators between Initiating Structure (IS)
and Consideration (C). Consideration was positively related to satisfac-
tion across all moderator conditions and to group effectiveness in high-
position power and high-task structure conditions. Initiating Structure
was negatively related to group effectiveness for small groups, seasoned
employees, low-position power, and high-task structure. There was no
significant relationship between Initiating Structure and either criterion
for large groups, new employees, high-position power, and low-task
structure. The consistency of the Consideration results, as compared to
the more situational nature of the Initiating Structure results, replicated
other findings. Weed, Mitchell, and Moffitt (1976) looked at leadership
style, subordinate personality and task type as predictors of performance
and satisfaction with supervision. Their findings supported Consideration
as being positively related to all moderator conditions. Osborn and Hunt
(1975) investigated relations between leadership, size, and subordinate
satisfaction. They found that leadership related to group size inter-
actions were significant when predicting some aspects of satisfaction.
The study by DixMarco, Kuel, and Wims (1975) supported the hypothesis
that leadership style and interpersonal need orientation moderate
Consideration and Structure scores. House and Kerry (1973) studied
the moderating effects of organizational independence, leader behavior
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dnd rnancxgcrial practices on employee satisfaction
. Job scope and leader
hierarchical influence, including leader consideration and technical
competence, were more positively related to satisfaction for employees
who perceived organizational independence than for those who had no
such perceptions.
Other contemporary researchers have operationalized personality
traits as integTative skills to examine their effect as moderators of
Consideration and Initiating Structures. Coska (1974) operationalized
intelligence as an integrative skill. Using Fiedler’s (1967) contihgency
model, he found that the relationship between leader intelligence and
performance depended on the leader's motivational style (esteem for
least preferred co-worker). Silver (1975) operationalized the principals’
ability to "think abstractly," their perceived leadership styles, and the
degree of complexity of their school inter-personal environments as the
leader’s conceptual ability. Findings indicated a clear relationship between
the principal's conceptual ability and inter-personal environment and
behavior.
While the research described above centers around the effects of
mediating variables as related to group performance, Fiedler (1967) under
the sit nationalist umbrella, developed a contingency model of leadership
designed to predict the emergence and effectiveness of leadership. The
essence of his model is that leadership effectiveness, as reflected by group
productivity, is contingent upon the interaction of the leader’s orientation
or style and the favorableness of the group task situation. Leadership
orientation is measured by the leader’s "esteem for the least preferred
co-worker" (LPC). He proposed that low LPC leaders are task oriented
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(primarily motivated toward task achievement) while hig:h LPC leaders are
relationship oriented (primarily oriented toward establishing rewarding,
interpersonal relationships)
.
Rice and Chemers (1972) tested Fiedler’s contingency model of
leadership effectiveness. They noted that the predictions of emergent
leadership were accurate and provided support for the model. The attempt
to predict the style of emergent leaders was unsuccessful. Coska (1974)
and McKague (1970) also conducted experiments which supported the
predictive validity of the contingency model.
Although Fielder’s contingency model has had wide influence, it
should be noted that many researchers have not been able to replicate
it to find support for its validity. For example, Tosi (1970) could not
replicate Vroom's study (1960) and Mohr (1971) was unable to replicate
Woodward’s study of the contingency model (1965). The results of
studies conducted by Graen, Alvares, J. Orris, and J. A. Martella (1970)
also failed to support Fiedler’s model. Korman (1973) examined the
reasons for the failure of replication and concluded that contingency
theorists should bring* hypotheses into the theory building process when-
ever they are empirically supported, as well as at the beginning of the
process
.
Eased on a facet analysis of leadership styles, Bass and Valenzi
(1974) suggested that leaders’ decision styles can be described along a
power continuum. Each leadership style is characterized according to
the relative degree of inherent authoritativeness. They postulated that
leadership style is a part of a broader management-subordinate system
and that two major variables in the system are the power and information
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distribution between the leader and his subordinates. Shaparn (1976),
following a similar approach
,
defined leadership style as a binction of
three facets: leader behavior, the locus of power, and the locus of
information within a management- subordinate system. The five leader-
ship styles defined by these facets were: direction, negotiation,
consultation, participation, and delegation.
The entry of the social scientist into research and formulation of
leadership theory resulted in the application of behavioral theories of
leadership to the role of educational leader. Barnard (1938) was the
first to view the leadership role as taking place in a social context and to
cast the leader in the role of the facilitator of the social process.
Getzels (1968) offered a general socio-psychological model for under-
standing social behavior in institutional settings. Getzels’ model assumed
that human behavior is determined by both normative (sociological) and
personal (psychological) factors and that these factors arise out of a
cultural context. Another assumption of the model was that within each
institution there are various role expectations and personal needs dis-
positions. The Guba-Getzels Model suggests that both the institutions
and the individual function within the framework of their own culture-
or .sub-culture, each with its own values. These factors interact as the
determinants of social behavior. The dimensions of the model can be
0
diagrammed as indicated below: (Annese, 1971)
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Nomothetic Dimension
Institution.
. . .Role.
. . .Role Expectation
Social
Systems j ransactional Dimension
Observed
Behavior
Individual.
. .Personality
. . .Need Disposition
I diographic Dimensioii
s
Figure 1: The Guba-Getzels Model
The Guba-Getzels Model includes the leadership dimensions of
Consideration and Initiating Structures, or concern for people and
concern for the job, but adds the transactional dimension which empha-
sizes the goals of the organization as well as the fulfillment of the
individucil. Annese (1971) finds & common perceptior> of the leadership
role in the theories of Agryis, Likert, and Roethlisberger
,
and the Guba-
Getzels Model. He points out that the theories of these three men are
analogous to the Transactional Style.
Many educational studies have been based on Getzels’ Model
(Getzels, Lipham and Campbell, 1968). One such study which has great
significance for the urban school leader was conducted by Sperry (1975).
In this investigation, three sets of variables thought to influence teacher
in-service behavior were studied. The variables examined were: (1) a
cultural variable, school- social class level; (2) a role variable, admini-
stration level; (3) a personal variable, years of experience in teacher
planning. This study pointed up the central role of the principal in
maintaining quality control and bringing about educational change
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reo;ardleRs of teacher experience or socbl factors.
In summary, the bulk of the writings and research on leadership
support the notion that the success of any organization is dependent upon
the human organization that exists within it. The term ’’human organiza-
tion” is used to emphasize the importance of the informal organization
that is a vital part of every formal organisation.
There are several assumptions, theories and research studies
which serve as turning points or benchmarks in the use of theory and
re.search in the development of leadership style. Outstanding among
these are the writings of Barnard with his emphasis on leadership as
a social process, the work of Halpin in the development of studies of
leadership based on factorial analysis, the Guba-Getzels Model of
leadership based on the transactional leadership style, and the attempts
of Fiedler to predict both the emergence and effectiveness of leadership.
Although the vast majority of theory and research has been carried on
in industrial settings, the implications of the results of such research
are clearly applicable to the educational setting. For example, the basic
dimensions of leadership, Consideration and Initiating Structures as
delineated by Halpin, have been used by Blanchard and Hersey (1970)
to develop a practical model of leadership style for the functioning
principal.
Perhaps the most significant implication of leadership theory and
research for the urban principal lies in those views of leadership which
pinpoint the functions of the leader as the person responsible for attaining
the organization’s goals and objectives, the maintenance of organizational
health
,
and the establishment and maintenance of a balance between
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"effectiveness" and "efficiency" within the informal organization.
These theories of leadership that lead to the conclusion that the
principal is the most important factor in determining the quality of the
educational process within the school.
The Urban School Principal as an
Educational Leader
The failure of urban schools to educate their students is well
documented in the literature. In view of this fact, the need to staff
urban schools with principals who believe that their efforts can and
must make a difference in the lives of the children they serve is long
overdue. As educational leaders, urban pi-incipals must demonstrate
that they are capable of transcending the "blame the victim" rhetoric
that often leads many principals to waste time, offering excuses as
reasons for the failure of schools to educate their clients. Instead, they
must adopt a proactive style of leadership, one which places emphasis
on the need for change. This view is supported by the writings of
Washington and Dixon (1974) who stated:
Today's urban principal must opt for a new leadership style
that allows him or her to address the need for institutional
change now being articulated by parents and many community
activist groups. Urban school principals must become
advocates for a more participatory approach to school/
community relations. The success of urban schools will
depend to a great extent on the willingness of principals
to accept this new role.^
Typically, urban school leaders tend to assume a reactive posture
when responding to demands for program and systems changes.
Washington and Dixon maintain that leaders who function in this manner
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are either unable or unwilling to create the structure necessary to
effectuate planned change. In this connection, Harris (1075) argues
that the behavior of principals can be looked at in terms of a continuum
that ranges from tractive behavior on the one end, to dynamic behavior
on the other. Tractive behavior is concerned with maintaining continuity
and supporting existing relationships, while dynamics behavior is
concerned with initiating structures for change. Harris’ continuum
suggests that the extreme of tractive behavior represents resistance
to change. On the other hand, the extreme of dynamic behavior produces
disregard for the maintenance functions necessary for a healthy
organization. This study claims that the effective proactive leader is
one who is able to maintain a delicate balance between tractive and dynamic
behavior and by so doing creates a climate for change while maintaining
the health of the school organization.
With the active participation of staff, parents and students, pro-
active leaders initiate, direct, and evaluate teaching practices which
are designed to improve student learning. Such leaders can be said to
have an attitude or mind set that is characterized by personal commitment,
high risk orientation, and a willingness to assume the role of advocate
for parents and children. Further, according to Miles (1965) and
Gettegno (1971), effective leaders tend to have a high regard for
experimentation and creativity, a belief in the involvement of parents as
partners in the educational process and an awareness of what children
bring to school with them, as well as a belief in the ability of children
to learn.
It should be noted here, however, that a proactive mind set is
not sufficient to initiate proactive leadership acts. For the initiation of
change, individuals must have the technical and professional competencies
necessary to translate ideas and attitudes into concrete actions which
energize their staffs into exhibiting change-oriented behaviors of their
own (Annese, 1971). Among the professional and technical competencies
needed by proactive leaders are: (1) a knowledge of leadership* theories;
(2) a knowledge of dhstructional and learning theories; and (3) the
knowledge and skill necessary for planning the development of cognitive
strategies for children. The effective leader will use such knowledge and
skills to devise a construct or model from which to operate the school on
a day to day basis. This model will serve to guide the principal in
decision making and to help avoid piecemeal solutions to long range
problems (Halp)in, 1966),
The special needs of the urban school system to which the proactive
leader must respond include: (1) the need for the principal to develop
a participatory decision making process (Mann, 1971); (2) the need to
combat racism and class bias amongst the professional staff (Roberts,
1976); (3) the need for the principal to use his or her own power
creatively in establishing a power base built on a coalition of parents,
students, teachers and community; and (4) the need to develop a system
of accountability to parents for what their children learn in school
(Mann, 1971).
Historically
,
the public school system has acted on the assumption
that poor parents should be excluded from participation in the policy
making. The recent progress of urban parents towards gaining a
participatory role in their schools has not substantially altered this
situation. Urban parents are to +his day denied a meaningful role in the
policy making of schools which serve their children. Manii (1974)
supported this view. He wrote:
The public has generally been asked to support what has been
decided and not to help decide what is supported. But if, as
seems to be the case (again, especially in urban education)
support is declining, then increased public participation is one
major method through which it can be rebuilt
,
and levels of
understanding will be crucial in that effort.
The proactive urban school principal can make great strides toward
rectifying this condition by actively working to establish an effective
parent involvement program. The objectives of such a progmam should be:
(1) to establish a vehicle for the joint participation of parents, students,
community and teachers in the governance of the school; (2) to establish
a parent education program; and (3) to link the parent education program
and staff development program. The decision to involve parents in this
manner provides the principal with a base of support for dealing with
political forces and strengthening his power base. Further, when pai*ents
have a role in making decisions, they also have a stake in tneir successful
implementation.
Through the parent education program , the principal can help
parents gain the skills needed to evaluate the performance of teachers
and administrators. As parents reach the point at which they can
effectively evaluate the performance of the professional staff, they will
tend to show appreciation for the most effective teachers, this will in
turn create among other professionals an awareness of the need to
improve
their performances. Another major outcome of a parent education
program
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is that it can become a forum tVirough which parents can he helped to
overcome some of the problems they have that adversely affect their
children's ability to learn. Finally, as noted by Washingrton (1974), the
inclusion of parents in the governance structure of the school is one way
to begin the process of the de-bureaucratization of the school.
Many urban principals find themselves with a staff which is
predominantly white and middle class. Among its members will be those
who fail to understand or value the culture of the black child. This lack
of understanding often results in negative feelings about the desire or
the ability of the children to learn
,
which tend to be transmitted to the
children. Children who perceive the teacher as having negative feelings
toward them tend to develop poor self images and suffer lowered motiva-
tion and achievement levels. There are many writers who support this
view, the most notable of v/hom are Rogers (1951) , and Syngg and Combs
(1949).
This situation points up the need for principals who can establish
effective programs to combat racism and class bias in the classrooms of
urban schtx>ls. An example of such a program is SUCCESS, designed by
Washington (1977). The primary objectives of this program are to aid
parents in becoming more effective educators and to help their children
develo positive self images.
There are some principals who will probably disagree, arguing
that too much is being expected of them as administrators; they will
most likely maintain that the power they once had is slowly being
eroded
by teacher organizations and parent groups. This latter view of
Administrative powerlessness was corrborated by Erickson (1972).
In
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describing the situation, he wrote:
Administrative powerlessness is becoming one of the most
pervasive realities of organizational life
. Financial con-
straints, teacher bargaining, community protests, and
disagreement about educational ends and means prevent
most superintendents from acting like the ’movers and
shakers’ they once might have hoped to become. Almost
everywhere school principals say their prerogatives are
being eroded by militant teachers, students, and parents.
What is being described as a loss of the traditional source of power reflects
the administrator’s failure to make creative use of given power. Many
principals have responded to parents in a reactive way and thus have
sought to protect their authority by attempting to co-opt the more aggres-
sive and vociferous parents (Washington and Dixon, 1974). The pro-
active leader should recognize the need to shift the power base from the
traditional bureaucratic sources toward a power base built around a
coalition of parents, students and community.
The most consistent demand of community residents and parents has
been that schools should be held accountable for the learning of their
children. The Encyclopedia of Educational Evaluation (Anderson, Ball,
Murphy and Assoc, 1973) gives the following definition of Accountability:
Accountability represents acceptance of responsibility for
consequences by those whom citizens have entrusted the
public service of education. Accountability acknowledges
the public’s right to know what actions have been taken in
the schools it supports and how effective these actions
have been. 12
In order to meet the standards of accountability dictated by this definition,
the principal should state the goals and objectives of the program in
advance in terms of performance objectives. In addition, the effective
urban principal should have the technical competence to provide the
leadership for the design and implementation of an instructional program
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based on the performance objectives.
In conclusion, the leadership style of the urban principal is
determined by the necessity for the principal to reverse the pervasive
failure of the smallest organic unit of the urban school system, the
individual school. This need for change demands that the principal
demonstrate dynamic leadership.
In order to exercise effective leadership in an urban school
,
the
principal must be a proactive leader. The changes that are essential
to making urban schools work will be brought about by an educational
leader who has technical and professional competency, a willingness
to be an advocate for parents and children, a high degree of personal
commitment, a high risk orientation, and a willingness to be held
accountable to the community for what children are being taught in
school.
Lecdership Effectiveness; The Key Skills Needed
It has long been maintained that the success and productivity of
an organization is determined by the effectiveness of its leadership. As
used here the effective leader is one whose personal characteristics,
leadership style, and technical and professional competency enable the
organization to attain its goals and objectives (Barnard, 1938).
Those skills essential to effective leadership in the urban school
depend on the following assumptions: (1) Initiating Structure and
Consideration are the basic dimensions of leadership: (2) leadership
is a social process which takes place in a social context: (3)
leadership
effectiveness is measured by success in organizational goal attainment;
39
(4) proactive leadership is basic to the effectiveness of the urban school
leader; (5) parent involvement in the governance of the school is basic
to permanent change within the school; (6) parents should be brought
into urban schools as partners and v^valuators of the educational process.
Stogdill's categories for delineating key skills are clearly useful. They
are: social-interpersonal skills, administrative skills, technical skills,
and personal characteristics.
The social-interpersonal skills refer to the principal’s ability to
interact with staff, students, and parents in a manner which enables
them to satisfy their social and psychological needs at a level vjhich
maintains their willingness to cooperate in the attainment of the school’s
goals and objectives. The level of this skill displayed by the principal
is dependent upon his or her level of conceptual complexity (Shapara,
1976)
.
The principal’s ability in this skill area v/ill be reflected in the
following initiatives:
-conducting formal and informal surveys to identify staff
interest and needs;
-assessing individual differences among staff to facilitate
effficient use of skills and abilities;
-planning a variety of procedures for staff members to evaluate
their effectiveness;
-writing letters to staff members who perform their jobs well;
-training staff members for promotional examinations.
-10
Another social-interpersonal skill is the principal's ability to
maintain an atmosphere of mutual trust between the ^oup and leadership
(Stogdillj 1955). This skill is reflected by the principal in the following
ways:
setting aside time to discuss individual problems or questions
with staff;
-using the union leadership as a conduit for dissemination of
information to staff;
-involving students, parents, and teachers in policy making;
-involving students, parents, and teachers in the decision-making
process of the school;
-assigning decision-making tasks to lower levels of the organiza-
tional hierarchy commensurate with their responsibility;
-utilizing staff in planning procedures for solving professional
problems;
-explaining professional evaluation procedures to staff;
-using consensual agmeement as a means of solving staff
differences concerning policies and procedures.
Effective administrative leadership skills, Stogdill’s second category,
is characterized by the leader's ability to use existing procedures or to
create new ones that enable an organization to attain its goals and
objectives. Among the major goals of the urban school leader should be
the stabilization of the school environment and the upgrading of the
quality of instruction. The key administrative skills needed by the
leader in pursuit of these goals are those required to implement, evaluate,
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and revise management systems in the following areas: (1) delivery of
instructional services to students; (2) pupil personnel services;
(3) student attendance procedures; (4) building security; (5) maintenance
of student records; (6) preparation of school reports required by school
boards and other governmental agencies; (7) student transportation;
8) selection, ordering, and distribution of instructional materials and
school supplies; (9) reporting to parents; (10) teacher observations
and ratings; (11) staff development conferences; (12) office management;
(13) management of non-professional staff; and (14) maintenance of
adequate communications.
There are many specific procedures initiated by the principal which
reflect effective administrative skills for the implementation and evaluation
of essential management systems. For example, effective delivery of
instructional services to students are reflected in the following admini-
strative procedures:
-Teachers are required to submit lesson plans which include a
weekly overview as well as a detailed plan of daily instruction.
The purpose of this procedure is to secure continuity of
instruction and to insure the planning of questions designed
to develop cognitive strategies for students.
-Teachers are required to administer a pre-test before beginning
instruction for an instructional objective. The value of this
procedure lies in the fact that it provides a safeguard against
the waste of students' time by having them receive instruction
in areas in which they are already proficient.
-Teachers are required to administer a post-tesl after
instruction is ^ven on an instructional objective. This procedure
is used for assuring individualization of instruction and for
reporting to parents.
One of the major problems of the delivery of effective guidance
services to all students in the urban school is the tendency towards
concentration of services to the disruptive or acting-out students,
and subsequent neglect of the student v^^hose conduct does not demand
the attention of the guidance staff. Among the administrative procedures
that principals can set up to ameliorate this situation are:
-Require counselors to allot a portion of their time to classroom
visitation to observe students at work.
-Require counselors to schedule small group meetings which are
problem centered. Selection of high school, attendance, and
punctuality are examples of problems which can form the basis
for small group discussions.
Poor student attendance, a persistent problem of urban schools,
has both fiscal and social implications. Effective administrative procedure
are reflected by the following procedures;
“A supervisor should be assigned one or more school aides to
make daily written reports and/or telephone calls to parents
regarding absence of students.
-Awards assemblies and other forms of recognition should be
set up to reard those students who maintain good attendance.
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The problem of disruption in urban schools has been thoroughly
documented. The effective urban school principal must establish
administrative procedures specifically designed to provide maximum
performance from available security personnel. Examples of effective
procedures in this area are:
-Specific assignment and duties of security personnel are
distributed to staffs, students, and parents.
"Reports of untoward incidents should be made available to
school staff, local school board, police, and the Office of
School Safety
.
-In-service training sessions should be conducted for security
personnel on a regular basis.
Recent court decisions with regard to parents' rights to informa-
tion and parent involvement both require administrative procedures
designed to protect students’ rights and to insure parent access to
their child’s cumulative school records. Effective administrative procedures
in this area are reflected by the following procedures established by the
principal:
-Parents and students are advised of their rights concerning
access to the information contained in their school records.
-Supervisors are required to examine student records to
ascertain the appropriateness of teacher comments entered
on record cards and to insure that each child’s record is
complete. This procedure is especially needed in urban schools
because of the high rate of pupil turnover.
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The administrative procedures required for the effective implementa-
tion of transportation services and preparation of reports are primarily
based on the assignment of personnel and the follow-up procedures
necessary to see that the job is actually done effectively.
The selection of instructional materials requires the participation of
The entire pedagogical staff. The principal should institute administrative
procedures designed to insure such participation. Examples of such
procedures are:
-establishment of a central location where sample materials are
displayed
;
-preparation of forms for teachers to evaluate materials
displayed;
-scheduling of conferences for the purpose of reaching consensual
agreement on final selection of materials.
Teacher observations, ratings, and staff development programs
are closely tied together and are based on philosophical and theoretical
assumptions of instructional and learning theories. The effectiveness of
these programs is dependent upon administrative procedures which assure
implementation of the program and the translation of the ideas, materials,
and processes developed in the workshops into the daily practices of
students and teachers. The administrative skill of the principal in these
areas is reflected by the following procedures:
-Intervisitation of classrooms by teachers is cheduled as
part of the teacher's administrative time.
"Conference schedules are drawn from administrative time as
opposed to preparation periods.
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The general office of the school often provides the parent witli the
initial impression of the worth of the entire school. If the parent is
greeted in a hostile or indifferent manner, or if the service which the
parent seeks if inefficient, the chance is great that a permanent barrier
to cooperation v;ill have been created between the school and the parent.
There are administrative procedures which guard against this possibility,
among which are:
-Clarity of assigned duties. For example, specific people should
be assigned to duties such as telephone answering, greeting
parents at the desk, and answering requests from students,
-Rotation of assignments to prevent boredom and discrimination
in workload.
The maintenance of a healthy school organization is critically
affected by the adequacy of its communication system. While this requires
procedures based on theoretical and philosophical assumptions, effective
implementation and maintenance of the program is dependent upon
effective administration. The principal’s show skill in this area by:
-establishing channels for obtaining feedback from parents
regarding school programs;
-designing a program for publicizing the school program to the
school-community
;
-initiating and supporting parents' newsletter;
-encouraging publication of the student newspaper; and
-utilizing all available media to interpret the school's operation
to the community.
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The source of the leader’s technical skill gTows out of knowleclffe
of the theory of child development, of curriculum development, teachinjr
and learning theory and strategies, development of cognitive strategies,
and the role of parents in the educational process. The technical skills
of the urban school principal are reflected by the ability to establish;
-an operational curriculum committee composed of students,
parents and teachers, providing leadership for this committee;
-a vehicle for the participation of parents, students, and
teachers in the decision-making process;
-an effective parent education program;
-an effective model for operation of the school designed to
avoid piecemeal solutions to ongoing problems;
-a forum for the maintenance of the goal focus of the school.
In order to fuse technical and administrative skills into leadership
initiatives and to translate these into programs, the following personal
characteristics are essential to effective leadership:
-a high level of personal commitment and responsibility
;
-the understanding, capability, and willingness to serve as
an advocate for the poor;
-a high risk orientation;
-a degree of intelligence which will permit a maximum under-
standing of the stimuli in the interpersonal environment.
Parent Participation
An understanding of how urban schools have reached their present
state of dysfunction is important as it relates both to analyzing the
problems of students, parents, and teachers, and to assessing any
proposals for change.
There is a widely held belief that American schools were highly
successful in serving the children of poor immigrants by turning them
into the middle-class citizens who form the backbone of the American
society. Greer (1972) has widely researched this area, with findings
to the contrary that the rate of failure of the children ranged from 35%
to 65% in America’s cities. He stated:
The public school system, it is generally claimed, built American
democracy. It took the backward fH)or, the ragged, iil--pre):>ared
,
ethnic minorities who crowded into the cities, educated and
Americanized them and molded them into the homogeneour
productive middle class that is America's strength and pride.
But that story is simply not true. Worse yet, the "Great School
Legend" is largely responsible for today's schools' resistance to
needed change.
Historically, the public school system has acted on the assumption
that poor parents should be excluded from participation in educational
policy making (Katz, 1971). One might logically conclude, therefore,
that schools have resisted the participation of poor parents. Having
denied a participatory role to the poor school /community , educators have
contributed to the alienation of parents from the school and, therefore,
to the dysfunction of the public school system. However, their
participation is not only educative within Itself, but is essential to the
maintenance of the democratic process.
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This view is supported in the wri'iinfrs oT Pnteman (1970) ar d
Fantini, Gitteil and Magat (1968). The community school should be the
governmental agency most accessible to the poor since their children are
served by it. Instead,, schools have contributed to the resistance of the
poor to participate by denying them the benefits accruing from participa-
tion, among which are the desire to participate iurther as well as the
acquisition of the skills required for effective participation.
The '’/lews of Fantini and Weinstein (1968) further support and
strengthen parent involvement as a legitimate means for improving urban
schools, choosing as the focus for their examiniation of the public school
system the context in which the schools exist. This context is
characterized by persistent stress imposed by intensely concentrated
social realities: fear of physical violence, loss of property, inadequate
housing, food, clothing, and poor schooling— all of which are easily
recognized by those who live in or serve the poor community today. Life
within the school closely mirrors life in the community.
Fantini and Young (1968) have asked the question: How has the
press of urban social realities affected certain basic human issues? The
human issues to which the authors refer have been divided into three
general groups. The first includes most of the physical needs: clothing,
food, shelter, health, and the emotional needs of safety and security.
The second includes psycho-social needs of love, recognition, status,
affiliation, and potency. The third gTouping concerns the aesthetic,
knowledge seeking, spiritual and self-actualizing issues. The authors
focus on the psycho-social grouping, in particular on questions of
identity, connectedness, affiliation and power. These are the issues
most
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adversely affeoted by the impingement ot poverty upon the lives of urban
residents.. Further, the ability of the individual to play an effective
participatory role will enable him/her to address each of these needs.
This study asserts that through direct school involvement, parents are
helpeo to acquire the skills needed to play an effective participatory role,
in turn, initial participation can be expected to lead to further participation
and the refining of required skills for continued participation. The
cycle of participation, concomitant skill development, and personal
empowerment can be expected to continue and deepen.
Inasmuch as full participation is the central element in the parent
involvement program put forth in this study, Pateman’s analysis (1970)
on the role of participation in democratic theory is relevant. During the
late 1960s, students and ordinary citizens demanded a wider participatory
role in governmental and non-governmental agencies. Writers on
management topics have cited participation as another technique in
reaching goals In industry; parents have demanded greater participation
in the polic^r making of their schools through community control; and
political sociologists and theorists have debated the role of participation.
Pateman begins her analysis with the definition of "participation” given
by French, Israel, and Aas, which stated that: "participation in the
industrial sphere refers to a process in which two or more parties
14
influence each other in making plans, policies or decisions." Pateman
amends this definition to include explanations of pseudo- participation,
partial participation, and full participation. P seudo-participation refers
largely to a technique used by management to make workers think that
they are participating in decision-making when actually they are not.
50
Partial participation is a process in which two or rriore parties influence
each other in decision-making but the final power rests with one party
only. Finally, full participation is a process whereby each individual
member of a decision-making body has equal power to determine the
outcome of decisions.
Development
The development of positive self-images, the acquisition of
adequate language skills, and an environment which nurtures the
growth and development of intelligence are critical factors in determining
whether or not a child is able to acquire the skills and knowledge
required to function as an adult in society. There is a considerable
body of theory and research to support the view that parents play a
significant role in each of these areas. Recent studies show the effects
of parent training on the development of positive self-concepts in
their children. Among the studies which establish the positive influence
of parent training on their children’s self-image are: Hughes (1972),
Bogen (1974), and Gordon and Guinagh (1969). Washington (1977)
designed a program (SUCCESS) to help parents become better educators
of their children.
The theories of Piaget on the growth and development of
inteUigence in the young provide strong underpinnings for the view
that parents play a significant role in the education of their children.
Although Piaget himself has not sought to draw special implications
from the theories for education, many of his students and colleagues
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have applied his theory to tlie education of children. Among these
are FurtJi (1970), and Schwebel and Raph (1970).
Furth in his discussion of Piaget for Teachers
, made the
following observations: (1) Although intelligence grows spontaneously
in the young child, it can be nourished by the environment and
background of the child. Stated another way, the ability to think
and learn, itself a growing thing, is therefore cultivatable. (2) Any
adult willing to become a teacher of a child can benefit from the
implications of Piaget's theories.
From the perspective of Piaget, it is clear that the role of
parents as teachers of their children is essential. This view is
supported by many other writers and researchers, notably Gattegno
(1970) and Berliner (1970). Gattegno argued that children have
mastered their most difficult tasks before they enter school, citing
as one example the fact that they have acquired the ability to speak.
Berliner stressed the importance of the child's background in determining
his success in reading and social studies, stating that:
Home influences on subjects like reading and social studies
are very powerful. Those influences are so powerful in
accounting for student achievement that there may not be
enough variables unaccounted for in the performance of
students to attribute to the role of teachers.
There have been many studies directed towards the training of
parents in specific teaching strategies to be used with their children.
Olmstead (1977) reviewed twenty- five selected studies of parent
teaching strategies which support the existence of a relationship between
parental teaching behaviors and child behaviors, and with further
replication, promise to provide specific information about parents as
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teachers. Other researchers who nave eoup;h1 to demonstrate th<
effectiveness of changing children’s behaviors by intervention through
parent education programs are: Bogner and Brown (1977), Frazier
and Matthes (1975), Shaw and Tuel (1965), Shure and Spivack (1975),
and Adkins (1975). These studies support the expectation that
changing adult behavior is an effective way of changing children’s
behavior
.
Piagetian theory, as developed over the past fifty years, is one
of the most systematic viewpoints on the development of human in-
telligence in western society (Klausmeier and Hopper, 1974). Jerome
Bruner, the American psychologist and influential researcher and
writer on the course of cognitive growth, has written extensively on
topics directly related to school education (1960).
The purpose in citing the viewpoints of Piaget and Bruner in
this paper is not to make a comparison between the similarities or
differences in their approaches but rather to point to the importance
of the role of language which each assigns as part of the development
of human intelligence.
In assessing the role of language in the development of
intelligence, Piaget (1969) stated:
Language may increase the powers of thought in range
and rapidity, but it is controversial whether logico-
mathematical structures are themselves essentially
linguistic or non-linguistic in nature. As to the increasing
range and rapidity of thought, thanks to language we
observe in fact three differences between verbal and
sensori-motor behavior. (1) Whereas sensori-motor
patterns are obliged to follow events without being able
to exceed the speed of the action, verbal patterns by
means of narrations and evocation, can represent a long
chain of actions very rapidly. (2) Serisori- motor
adaptations are limited to immediate space and time,
whereas language enables thought to range over vast
stretches of time and space, liberating it from the
immediate. (3) The third difference is a consequence of
the other two. Whereas the sensorl-motor intelligence
proceeds by means of successive acts, step by step,
thought, particularly through language, can represent
simultaneously all the elements of an organized structure.^
On the other hand, Bruner (1964) assigns a more central role
to language in the development of intelligence. He states:
. . . that the development of human intellectual functioning
from infancy to such perfection as it may reach is shaped by
a series of technological advances in the use of mind. Growth
depends upon the mastery of techniques and cannot be under-
stood without reference to such mastery. These techniques
are not, in the main, inventions of the individuals who are
’’growing up;” they are, rather, skills transmitted with varying
efficiency and success by the culture—language being a
prime example. Cognitive growth, then, is in a major way
from the outside in as well as from the inside out.
Once language becomes a medium for the translation of
experience, there is a progressive release from immediacy.
For language, as we have commented, has the new and power-
ful features of remoteness and arbitrariness. It permits
productive
,
combinatorial operations in the absence of what
is represented.^^
In light of these views of Bruner and Piaget , it would seem that
an intervention designed to aid urban parents to systematically
stimulate language developlment in their children can help these children
in concept attainment. This is supported by the research of Rice (1975)
and Jelinek (1975) who concur with the view that children can be aided
in their language development by training parents in a systematic
approach to language nurturing.
The overwhelming majority of the studies mentioned above have
focused on the very young child, specifically the interventions with
parents from the pre-natal stage through elementary school.
However,
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it can be argued that the concepts and conclusions which bear upo .
the significance of the "parcnt-as-teacher'' have application to the
middle school child
,
especially to the degree that they stress inter -
vention with parents as an approach to changing the behaviors of
children.
An ERIC search produced twenty seven hundred documents
dealing vjith parent involvement at all school levels covering the period
from 1966 to the present. Using the subtopics "Middle Schools,"
"Parent Participation," "Parent Education /Training and "Self- Concept"
as key identifiers, the search produced sixty- four documents. Of
these, forty-six dealt with the middle school level. Of the forty-six
documents none dealt with the effect of parental participation on
children's'- achievement, huf rather the extent of parent participation
and whether or not parents approved of the effort.. Examples of such
studies are Cotlier and Koehler (1977), Lorderrnan and others (1977),
and Bayrd (1977).
Summary
In summary, it is clear that current leadership theories stress
a humanistic approach to organizational development and management-
strategies for effective leadership for urban education must encompass
the total context, including recognition of social realities and psycho-
social theories of development. Leadership styles are therefore moving
towards being enabling and consultative. In the case of the enabling
leadership style, total participation is the key element in the decision-
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making process. Chapter III of this study then is focused on the
development of the parent involvement component of the leadership
m.odel.
5fi
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CHAPTER III
A MODEL FOR EFFECTIVE LEADERSHIP IN THE URBAN SCHOOL
WITH PARENT INVOLVEMENT AS A KEY COMPONENT
Over ten years ago, inner city parents mounted a drive for
meaningful participation in the affairs of their scliools as a means of
improving the quality of education for their children. Even though
there were many such efforts in American cities throughout the nation,
the most publicized and perhaps the central one was launched in New
York City by a group of East Harlem parents. The dissatisfaction of
the East Harlem parents can be traced to their unhappiness over the
fact that Intermediate School 201 was built in Harlem supposedly to
further integrated education. It quickly became apparent that white
parents would not bus their children to Intermediate School 201, and
thus began the manifestation of the frustrations of East Harlem parents.
The two schools P.S. 125 and I.S. 201 became the focal point of
demands for full participation for minority groups in Queens, Brooklyn,
and Manhattan. Black parents demanded an unprecedented voice in
the schools. The Superintendent of Schools, Bernard Donovan,
contended that the law prevented delegation of powers that were vested,
in the Central Board of Education to any community group. Harlem
representatives, however, continued to predict further strikes and.
demonstrations and, therefore, further deterioration in the school and.
the community’s relationships with the Board of Education unless parents
were given a greater voice in the policy-making appaj.’atus of their
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schools. The Board compromised by offcrint^ a proposal to establish
small demonstration districts in which some prohibitions of the
delegation of authority could be waived because of the districts' special
experimental status.
The Board directed the Superintendent of Schools to submit
specific proposals for the experimental districts designed to improve
the instructional programs by bringing parents and community into a
more meaningful participation with the schools. Parent groups in
Harlem, Manhattan, and Brooklyn submitted proposals that gained
experimental district recognition. Although a fourth group of parents
on the upper west side of Manhattan had been designated by the Board
to submit proposals, they were never accepted by the Board and thus
never gained demonstration district status. Many contend that this was
one of the many acts by the Board of Education which severely limited
the chances of success of the entire project. Since this particular-
district was economically and racially integrated, it might have offered
a unique opportunity to test parent participation as well as integrated,
quality education. Excluded from the demonstration project, it left
all of the demonstration experimental schools in predominantly Black
neighborhoods of the lowest socio-economic status. The community
control movement therefore became identified as a Black movement in
the minds of the public (Fantini, Gittell and Magat, 1970),
The exclusion of the upper west group from participation in the
demonstration districts was but one of many clear indications that the
experiment was programmed for failure from its inception . Other
indicators that the power gToups were aligned against the project were
GO
that: (1) the Board of Education refused to clearly outline the powers
of demonstration districts, thereby plunging the districts into confusion
and causing the particif)ant& to see the Board of Education as adversaries
(2) the United Federation of Teachers and the Council of Supervisory
Association joined in a court case to prevent the demonstration districts
from removing or re-assigning teachers whom they found to be
incompetent
.
Although the demonstration districts preceded the Bundy Report
which recommended a decentralized school system for New York City,
the United Federation of Teachers had begun to use the demonstration
districts as the tool for garnering support against the decentralization
of power, feeling that any transfer of power from the central source
would weaken their position in bargaining with the Board of Education.
The fact is, then, that the demonstration districts did have influence
over the kind and the nature of the decentralization bill which was
finally passed. This bill continued to grant to the Central Board the
power of hiring and nrbng of teachers and the letting of building
contracts, and therefone limited the effective power of the local board.
Following the passage cf the decentralization legislation, the Central
Boiird of Education of '.ne City of New York set forth its position on
parental involvement bn a document entitled "Parent Associations in the
Schools" (Chapter SSC 1969, New York State Education Law). The
Board of Education aennted a revised policy statement which was issued
in 1971. In 1974, (l\e b oard began revision of the 1971 policy statement
wliich was adoptcal ir. .1*76. The 1976 policy statement clearly spelled
out the rights and pr-.—lieges of parents to participate in policy and
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decision makinij processes of the schools, includinp^ their right to be
involved in consultative roles in the selection of supervisoi*y personnel.
A review of the minutes of public meetings of local community
board, P.T.A. newsletters, and daily newspaper accounts of parent
activities indicate that inner city parents are playing at least a surface
role in the policy and decision making processes. However, Black and
minority group parents of inner city children have rot been able to have
a positive impact on the education of their children. One of the primary
reasons for both the lack of effective participation by urban parents and
their lack of participatory skills is that having been denied access to
involvement in the political process, they have acquired a resistance
to participation. Much of this can be blamed on the long history of the
exclusion of the parents of inner city children from the affairs of schools
and resultant alienation and hostility created among parents towards
schools (Thomas, 1973).
The argument for the need for parent involvement in the practices
and policies of schools to this point has been based on the sociological
and economical circumstances under which the Black and the poor have
been forced to live in America. However, an equally strong case for a
model of leadership which includes parents as participants in the policies
and practices of schools can be based on the latest studies in leadership
and organizational development. These studies clearly point to the need
for the representation of all members of any organization in the policies
and practices of an organization, the emphasis being placed on
making
members feel a sense of ownership, belongingness, and power.
One way
of accomplishing this objective in schools is to include
parents, teachers,
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and students iri the decision-making processes of the school.
It is ciitical, then, that attention be paid to the development of
parental participatory skills. The principal, in designing a parent
development progi'am, should keep the following factors in mind;
1. Urban schools remain mired in bureaucratic procedures
which render the policy making processes of schools
inaccessible to parents and students.
2. Parent involvement in the decison making processes
represents a structural change in the organization of the
schools and marks a significant step in the process of the
debureaucratization of the school. This view is
corroborated by the writings of Washington (1974),
3. The role of the parent in the development of self-concept
and motivation of the child is vital. The school, through
parent education progi’ams, can make the parents aware of
their roles in these areas and can also assist parents to
develop techniques for the improvement of self-concept
(Washington, 1977).
4. The impingement of poverty Vi/ith the lives of the urban
poor leave many parents emotionally unable to deal effectively
with some of the demands of their adolescent children. As
a result, the parent often deals with the child in a manner
which is destructive to both. This kind of behavior can
result in lowered motivalion and achievement on the part of
the child.
>0
5. Class bias and racism remain entrenched in the public
school system. However, the presence of parents in the
school can have a moderating influence on outward
expressions of racist attitudes and on overt racist acts
among the school’s professional and non-professional staff
(Katz, 1971).
6. Urban schools fail as a result of ineffective leadership.
The chasm which exists between the school and the community
is clear evidence of the failure of the schools to establish
and maintain adequate communication among parents, students,
and the school. An attitude of ’’them” vs. ”us” among
teachers, administrators and students is a further indication
that the principal has failed to establish an effective program
to implement the goals of the school.
Given the need for parent involvement and assumptions concerning
appropriate structure, the question arises as to how and where the
urban principal should proceed. A five-level approach to parental
involvement which begins with informal contact and proceeds to structured
participation in the decison-making process at the school level is on the
following page (see Figure 1). Included in this approach are suggested
procedures designed to initiate parental movement from the entry level
through each succeeding level to Level 5.
The first step in the parent involvement process is to interest
parents in the life of the school. There are a multitude of approaches
which can be used, such as: (1) assembly programs which involve large
STRUCTURED PARENTAL PARTICIPATION IN
DECISION MAKING PROCESS
\
STRUCTURED PARENTAL PARTICIPATION IN SELF-ASSERTION
\
Workshops:
*Interprotation of Parent /Child Behavior interventions
Improving Self-Concepts of Parent and Child
Criteria for Judging Value of Instructional Process
Parental Intervention: Racism in Literature & Lowered
Teacher Expectation Levels
TRUCTUREB PARENTAL PARTICIPATION IN CURRICULUM
Workshops : Reading-Math
Child's Homework Assignments
Curriculum Committees
Classroom Helpers
VOLUNTARY ATTENDANCE
OF SCHOOL FUNCTIONS
'
Parent as Host
Open- school Days & Evenings
Attend Education Meetings
Visiting School as Response to
Teacher Request
Occasional Visits to
P.T.A. Meetings
Figure 2: A Hierarchy of Parental Involvement
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numbers of children, (2) afternoon teas, (3) guidance meetings for
dissemination of information, (4) home visitations, and (5) telephone
contacts hy teachers. Once parents are interested, it is important that
the principal assess the level at which they can participate effectively,
thereby encouraging further participation. Based upon this assessment,
appropriate activities should be designed tc move the parent from the
entry level to the next level.
Level 1 consists primarily of those parents who are visiting the
school for a personal reason, i.e.
,
in response to a teacher’s request,
or an occasional visit to some school function. The principal concentrates
on recruiting parents at this level. One method for implementation at
Level 1 is the development of a' ’’Parent Room.” This room is run by
parents specifically for the purpose of greeting other parents as they
enter the school. Parents greeting other parents should have a
moderating effect on the negative attitudes which most parents have for
a school system which has failed to educate their children. They are
made to feel at ease, to learn their way around the school, and to
realize that the staff is accessible to them. This familiarity with the
school environment encourages increased participation.
Parents recruited at Level 1 are encouraged to act as hosts for
general parent activities, such as "Famil^^ Night,” and Open School
Days and Evenings, designated as Level 2. Here the principal intenvsifies
his efforts to involve parents on a more structured level. For example,
they are asked to listen to their children read for twenty minutes each
evening. The homework assignment is given to the parent, and the
parent is asked to sign the assigTiment sheet on a daily basis. This
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activity directly involves the parents with what the child is doing in
the school, in effect providing a concrete experience with school
curriculum leading to further involvement in curriculum development
and evaluation.
At Level 3, parents become involved in workshops geared to their
participation in the reading and mathematics programs in which their
children are involved. One of the workshops will consist of the
construction and playing of games designed to practice and reinforce new
concepts and skills in reading and mathematics. Thus the parent will
carry home a tangible product which can be used in the home to reinforce
what is being learned in school. When parents become involved in the
instructional process, they are more likely to make school a priority
for their children.
At Level 4, the emphasis of the workshop program will shift to
techniques of self-assertion for parents, interpretation of parent and
child behaviors, improving self-concept and parental intervention
techniques. These workshops can take many forms. An effective approach
to elicit common concerns of parents is the "Worry Workshop for Parents."
One of the primary concerns of many parents is how to handle the sudden
appearance of stubbornness among adolescents. A parent group, under
the leadership of a capable group leader, will share experiences vyrhich
reveal that most parents have similar problems and that there are many
possible solutions that have been tried by others. Thus parents will
discover that they are not alone, that their problems are not peculiar to
themselves or to their children. With the assistance of a capable group
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leader, the parents can lormulate new approaches to their childnin's
behaAdor and at the same time look at their own without roclitif^ inadequate.
Since much of the child's behavior is learned from parents, it can be
assumed that positive changes in parent behavior will contribute to
more effective learning by the child.
Self-assertion workshops are most effectively conducted by a
person not connected with the school staff. Tt should bo emphasized that
the principal must avoid leading the Level 4 workshops since his
participation as workshop leader might restrict free exchange of ideas
by the parents.
Those parents who have participated at Level 4 for a year or more
are likely to be receptive to participating in the decision-making process.
The principal must now develop both the vehicle and the training for
such participation, one such vehicle being the Charrette, The training
for the Charrette is based on the laboratory approach as developed by
Miles and Schmuch (1971). The Charrette consists of administrators,
parents, students, teachers and paraprofessionals, though depending
on the problem being considered, other staff members may be included,
such as custodial staff and the dietician. The training stage for
implementaton of the Charrette consists of selecting problems which are
relatively free of emotional content for any party and are solvable
within the resources of the school. In these sessions the strategy is to
develop a means or process for solving problems. Specific techniques
which may be used are*. (1) identifying problems, (2) brainstorming,
and (3) synthesizing solutions. Steps in the strategy include;
(1) perceived problem, (2) cause clarified and made specific, (3) primary
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progTjim (aotivity) which addresses cause of problem, (4) difficulties
in implementing program or activity, (5) events to offset difficulties.
(6) tactics or strategies to offset difficulties, (7) resources needed,
(8) accountability, and (9) evaluation.
One example of a suitable problem for the initial I stages of a
Level 5 Charrette activity is how to "cover" for absent teachers when
substitutes are not available. The characteristics of this problem which
make it suitable to begin training for the Charrette are: (1) all parties
have a vested interest in the solution of the problem; (2) the problem
does not center around an individual teacher; (3) the problem is of great
importance to the operation of the school; and (4) the solution must
come from the resources of the school. This process must be repeated
with carefully selected problems before problems involving teacher
competency or student discipline can be solved.
Again, the purpose of including the entire school in the decision-
making process is not to absolve the principal of the responsibility of
making decisions, but to come up with solutions in which everyone has
ownership. Decisions made on this basis are more likely to be beneficial
to all concerned (Pateman, 1970; Argris, 1973).
Parents at Level 5 may be drawn from Parent Advisory Councils
mandated for Title I programs. Since one function of such a council
is to visit classrooms and review Title I programs, these parents are now
meaningfully involved in curriculum evaluation and quality of instruction.
The expertise which they develop can be used to consider more
sophisticated problems in the Charrette. The principal must continuously
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work to stimulate and renew the interest of both teaehers and parent:
at Level 5.
This mode of parent involvement is not speeulative but has been
implemented as part of the pilot study described in Chapter I. This
study set out to determine what effect
,
if any
,
a parent education
program linked to the school staff development program would have on
student achievement. The results of the pilot program showed that the
effort did: (1) increase the number of parents participating in the
educational process; (2) lead to the development of a vehicle (the
Charrette) for the participation of parents, students, and teachers in
the decision--making process; (3) help parents to develop criteria for
assessment of the quality of instruction in basic skills areas; and
(4) institute a movement toward the development of specific instructional
objectives by the staff.
While the involvement of parents as partners and evaluators of
the educational process creates an incentive for the professional staff
to improve the quality of education in urban schools, the presence and
participation of parents in the daily life of the school demand that the
principal create an atmosphere in the school characterized by stability
,
good management, accountability, and accessibility to the decision-
making process for students, parents, and teachers (Halpin, 1968) c
Thus, there is a need for the principal to have a model by which to
accomplish these objectives and avoid piecemeal solutions to long range
problems. The model of leadership presented here represents a fusion
of the information gleaned from a thorough search of the literature on
leadership, ten years of administrative experience in the Oceanhill-
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Brownsville experiinontai district, and the above-mentioned pilot study
The assumptions upon which this model ia based arc: (1) the
involvement of parents in the educational process at all levels is a
successful way to change the school on a structural basis; (2) the
principal's chances of becoming an effective leader are enhanced through
parent participation; (3) parental involvement increases the need for
accountability of teachers, supervisors, parents and students; and
(4) the urban principal must have a model or construct through to
operate on a daily basis in order to create an atmosphere in which
students, parents and teachers can work together (Halpin, 1968).
Based on the above assumptions, the components of the proposed
model are: (1) leader behavior, (2) communication adequacy, (3) staff
development, (4) parent participation, (5) accountability systems for
students' learning and behavior, (6) curriculum development, (7) teacher
accountability, (8) student involvement, (9) vehicle for participation
in decision-making, and (10) decision-making model and process.
The principal must consciously choose a leadership style based
on his or her personal characteristics, the demands of the situation,
and the goals and objectives of the organization. The latest research
studies suggest that the urban principal's leadership style should
reflect the view of leadership advanced by Barnard ( 1938), Halpin
(1966), and Getzels (1968). These theorists saw leadership as a social
process taking place within a specific social context. This view of the
)^'i'tiire of the leadership phenomenon should make the urban principal
more responsive to the special needs of the inner city urban school-
community. Washington and Dixon (1974) maintain that the effective
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urban school principal is one who assumes a proactive leaflership
posture.
Communication is an important component of the model.
,
as the
adequacy of communication within the school organization is a direct
reflection of the leadership style of the principal. Since all components
of this model are designed to support parent involvement, the communica-
tion system should be characterized by openness, trust, and a plan for
disseminating information at all school levels, A newsletter to parents
should be published regularly, and time should be set aside both before
and after school for informal talks with students, parents, and teachers
who wish to discuss personal issues and concerns. One must under-
stand the fragile nature of the urban school environment and the role
of adequate communication in protecting that environment from rumor
and misinformation among parents, teachers, students, and community
residents.
The staff development component of the model represents one
vehicle through which the improvement of instruction can be achieved
and through which a link to parent education can be realized. Many
inner city school environments are characterized by the existence of
tension and violence as a result of poor discipline among students. A
considerable number of disciplinary problems involving students can
be traced directly to poor classroom management and ineffective
instruction by classroom teachers. The goals and objectives of the
staff development program are: (1) to raise the level of expectations
of teachers, (2) to disseminate successful materials, techniques and
ideas, (3) to implement a system of accountability for student learning
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and behavior, (4) to develop standards for evaluation of students,
(5) to heighten teacher awareness of students’ individual needs, (6) to
learn to design and implement instructional objectives, (7) to use and
develop diagnostic tools, (8) to develop techniques of reporting to
parents, and (9) to construct strategies for concept development and
practice in mathematics, reading, and writing. The staff development
program places heavy emphasis on creating an atmosphere conducive
to emerging leadership among teachers through use of the small group
process as a supervisory technique.
The parent participation component of t?ie model is the key to
preparing urban parents to effectively participate in the educational
process of their schools. There are three basic areas in which parents
must receive training in order to function effectively in the decision-
making process. These are: (1) motivation of students, (2) curriculum
evaluation, and (3) judging the quality of the teaching process.
The motivation and achievement of children is closely tied to self-
concept. Since children develop their self-concept from ’’significant
others," and for most children these are their parents, the Parent
Workshop at Level 4 includes ways of improving the self-concept of
children. In an article titled, "SUCCESS : Parent Effectiveness
Approach for Developing Urban Children’s Self-Concept,’’ Washington
(1977) describes a parent training program that has as its objectives
helping parents become more effective educators and aiding parents h>
helping build positive self-concepts in their children
,
Classroom visitations and homework assignments in which parents
be used as first steps in involving theare asked to participate can
parent directly with the curriculum. The pjirent education program
prepares parents to become partners and evaluators in the curriculum
development process. The workshops introduce parents to various
teaching strategies as well as to alternative models of teaching.
Most urban parents have not had the kind of educational experience?
which would enhance their understanding of the value of what their
children are being taught or the quality of the teaching process within
the school. For example, many parents feel that if the classroom is quiet
and the children are occupied, they are learning. Still other parents
rate the teacher as good or bad on the basis of how strict the teacher
is with the children. The parent education program through its work-
shop progi’am should provide parents with criteria for judging the quality
of the teaching process.
The "System of Accountability for Students' Learning and Behavior"
is the component of the model most directly tied to parental involvement
and the maintenance of a stable, tension-free environment. The basis
of the system is precise, prompt and accurate reporting to parents on
the work habits and behavior of their children. The system is based
on the assumption that the parent has the right to know of, and have
the opportunity to participate in, any plans formulated to aid the student
in his adjustment. The system also is designed to protect the rights
of the student by insisting that the anecdotal reports be non-judgmental.
This sytem is a vital part of the communication network of the school
since it emphasizes learning as part of discipline and accurate reporting
by the teacher to both parent and child.
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One of the intrumonts in the teacher accountability system which
ties learning into the behavior system is the student profile sheet. The
profile sheet contains the basic skills and reflects the student's pi’ogi ess
in accomplishing his individual goals.
The curriculum development component of the model is a vital
area for linkage of the parent education program and the staff develop
ment program. Since the delivery system of instruction to students is
based upon individualized instruction derived through diagnostic testing,
the parent can be made aware of and participate in the evaluation process
by examining student achievement gains. When this process is followed,
parents become partners and evaluators of curriculum development.
The teacher accountability component of the model is related to
all of the other components in the following ways; first, through the
system of accountability for student learning and behavior the teacher
is required to keep individual records of students' work and Lo report
to parents and supervisors through periodic evahiations of the students’
work and behavior. Teachers are also required to submit plans which
reflect weekly overviews of planned instruction, as well as daily lesson
plans. The instructional program is based upon pre- and post- criterion
referenced testing; therefore, the teaching plans reflect actual rather
than assumed instructional needs. It should be noted that this approach
protects teachers from arbitrary judgments of their effectiveness by
others. Since parents are encouraged to examine the individual folders
of their children, teachers and parents have an objective basis for
exchanging information about the progress or lack of it by students.
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One of the major objectives of this leadership model is to generate
maximum participation on the part of tcachei’s, students and parents
in the decison-making process. As has been described earlier,
the Charrette is a planning group representing all members of the
school community; autonomous in structure, it has its own chairperson,
vice chairperson, and' treasurer
^
the principal serving as a co-member.
Another key factor in the structure of the Charrette is the decision-
rnaking method. The most appropriate model for decison-making in
school or other service organizations is the consensual model, since it
avoids win-lose situations by having the group work together to build
a new alternative.
Finally, while not the direct focus of this study, it should be
obvious that another aspect of this model is to develop student as well
as parent involvement in the school decision-making process. The fact
that the majority of teachers are white and middle class, serving mostly
Black and poor students means that better understanding and
cooperation must be established. The urban principal must constantly
promote activities and programs designed to direct the goals and objectives
of the student society towards meshing with those of the school.
In summary, through efforts at the direct involvement of the
total community, and in particular through such models as the one
described here for enhanced parent participation, much can be done to
correct the failure of the urban school to educate, as well as to alleviate
the tension, hostility and distrust among parents, students and teachers.
Through effective leadership the urban principal can move towards
establishing a healthy learning environment in the school.
CHAPTER IV
ANALYSIS OF DATA COLLECTED
This chapter presents an analysis of the interactions between
individual and group participants in the workshops as extracted from
the field-notes
> as well as a description of st\ident achievement patterns
in reading and an analysis of school climate as reflected by the incidents
of disruption recorded in the dean’s office.
The activities
s
content, objectives and sequence of the workshops
(See Appendix A) were planned to correspond roughly to the levels
of parent involvement as outlined in the Hierarchy of Parent involvement
(Figure 1) . The assumption throughout has been that "participation’'
is in itself "educative" and self generating. Specifically, the skills
gained by participation tend to encourage further participation. The
content, activities and objectives of specific workshops were often
modified to reflect the expressed needs of workshop participants-
For example, the series of workshops on school security were not pre-
planned but were held in response to the expressed need of parents
and students.
The workshops held during the month of September 1979 (see
Appendix I)
,
were designed to orient parents and students to the
policies and programs of the school. They were well attended by
100
or more parents and students. Of the parents, the majority
were new
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to the school; they interacted with the smaller gToup of parents whose
children had already been in attendance. Between these two groups
there was a strong exchange of feelings which centered around the
reputation of the school in the community. The "new" parents expressed
strong feelings about the negative reputation of the school, raising
many questions about the safety of their children both inside and
outside of the building. These attitudes were quickly challenged by
parents who had been active in the affairs of the school during the
previous year. They responded in a positive tone, inviting new
parents to come to the parents' room, which is manned five days each
week. The new parents, in turn, appeared to be relieved, and in fact
many did subsequently visit with other parents in the school. One can
conclude, therefore, that there was positive movement in the parent
group as a result of the interaction between the "old" and the "new"
group of parents.
Workshops 2 and 3 (Appendix, >p. 109) ; were attended by
approximately thirty parents, whose objective it was to plan for the
sponsorship of the Career Clinic. Both of these meetings were marked
by many positive interpersonal exchanges, centered around cooperation
in performing the specific tasks attendant upon planning. The Career
Clinic, held on October 25, 1979 was attended by four hundred parents
and students. Panelists were introduced at a large group meeting in
the auditorium, after which the students and their parents met with
the panelists in small group settings. The observers and recorders
visited each of the rooms as the discussions took place. The inter-
actions between the patielists and the students were enthusiastic.
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intense, and warm, as were those among parents, and between
teachers and parents. The interest and enthusiasm of students carried
over into the classrooms and corridors during the ensuing weeks.
The Reading Improvement Workshop (#4, p.llO) was also
conducive to positive interpersonal interaction between individual
workshop participants. The eagerness of parents to exchange opinions
with each other appeared to be based on the mutual anxiety over
how to deal with their children whom they recognized as having severe
reading problems. For example, several parents felt that their children
could do better if they only "tried.’’ They seemed relieved when
other parents stated that they were satisfied that their children "tried,"
but were still unable to achieve. Because of this, all were more
receptive to ways of helping, rather than criticizing, their children.
Many of these parents made appointments following the meeting to speak
with reading teachers, counselors and the principal to get more specific
information about their children’s problemSo
Workshop #5 (Goal Setting, Success Sharing, p. Ill) ^ also
prompted many positive exchanges among participating parents. The
flow of interpersonal reaction at this workshop was triggered by role
playing, led off by the principal and counselor, and then Joined by
the parents. It v;as evident that parents benefitted through sharing
their anxieties about their children’s failure in school.
By contrast, the series of workshops concerning school safety
and race relations (#6, #7, and #8, pp. 112-115) were characteristically
problematical. Participants were guarded in their remarks and although
they eventually formulated an effective approach lo the urcrent s'.;e
at hand, the observer felt that very little substantive mutual
standing had occurred either between individuals or groups. Tiii-*
feeling was borne out in subsequent weeks as the two separate
of Black and Puerto Rican parents continued to operate in is<.l.uiori.
one from the other.
These particular discussions, which dealt with racial strife
between Black and Puerto Rican students, were pivotal, chan^~..*i^
direction of the workshops from ‘'parenting skills" or "parent
to an action orientation focussed on resolving identified prob!e<»».
this point, the Charrette proved to be essential (see Figure 5)
established both in concept and structure, up to now the CharrH**
had not been functional largely because of the fact that the
program had not generated such urgency for action by part
.
>;
as did these discussions on security and racial strife. The
^
structure, already in place, naturally became the vehicle t.t W
programs and activities could be planned and implemented
P*
the problems growing out of poor security and racial
strif .
In addition to this felt need for action, there won»
^
unrelated factors which together gave impetus to the mu
of the Charrette at this time. Among these were;
1. The emergence of a considerable corps of
I-
in the participative problem-solving procoa;
students and fellow teachers in the acq^'''”'
skills. (Teachers such as these today
conferences for teachers, instead of th<.
jh** •'
THE
CHARRETTE
CONCEPT
80
Identification
of
problems
and
proposals
for
solution
developed
through
these
vehicles.
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emphasizing problem-solving rather than teaching strategies.)
2. The enhancement of the principal’s ’’partipative leadership
skills" through advanced training at the Adelphi National
Leadership Training Institute, Dr. Gerald Edwards, Director.
3. The deteriorating financial structures which support public
school education in the inner cities. The absence of
financial and leadership support from the central and loca''
boards has forced the school to call on its own resources to
resolve internal problems.
4. The LORA DECISION (New York City vs. Isaac Lora) has
made it increasingly difficult to eimply expel disruptive
students, mandating the "least restrictive environment"
for emotionally handicapped school children, and so forcing
schools to find means to provide positive alternatives.
5. The increasing numbers of dropouts from the senior high
schools. The latest statistics reported by the New York
Times (October 17, 1979) stated: "About 40,000 of the
85,000 ninth graders who entered the city’s high schools
dropped out over a four year period ending in 1978." This
has caused many parents, among other concerned groups,
to point to the elementary and junior high schools as a
significant cause.
All of these factors helped to inspire the needs, energies,
commitment, interest, and expertise required. Teachers, parents,
and students then generated their own workshop agenda and trans-
lated their priorities into programs through the Charrette. The process
B2
descriptions in AppendiK U, are evidence of the level o task accomplish-
mem by the Charrotto paxhicipants, as well as an indicator of the high
level of participation by parents. It can be argued that the most
significant factor in the success of the model is that a critical number
ot parents have gained the participative skills necessary to make their
presence felt positively within their school-community. The parents
sense themselves as powerful influences on policy making, which in turr.
generates further and more intense efforts. Stated in another way,
the parents feel a sense of ownership, belonging, and connection with
the school.
Patterns in Reading Achievement
An inspection of the standardized reading test scores shovjn in
the table below indicates a pattern of growth between 1978 and 1979,
The increases in both mean and median scores for each of the grades
are slight, but the maintenance of a pattern growth is significant
since the school continues to lose students. In many cases the student
population loss can be traced to the fact that the most capable parents
—
those who have a choice—leave the area because of the poor housing
and rising crime rates.
Although increased parental involvement may have contributed
to the slight growth in reading patterns, the differences are not
significant.
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TABLE I
Reading* Growth Patterns
California Achievement Test in Reading-
1978
Grade # Students Form Date of Test Mean Score Median Score
6 120 C 3/78 4.9 4.6
7 377 C 3/78 5.9 5.7
8 265 C 3/78 6. 7 6.5
1979
6 122 c 6/79 4.87 4,65
7 259 c 6/79 6.17 6.08
8 253 c 6/79
School Climate
7.06 6,95
An indicator of effect may be seen in the recent history, of
cause for school suspension, as reflected in the following table. In
the school year 1977-78, there were a total of 32 suspensions; during
1978-79 there were 52. Prior to the 1978-79 school year, suspensions
only occurred as a result of cases of physical violence, possession of
weapons and/or drugs. In the 1978-79 year, causes for suspension
extended to cutting classes, verbal abuse of teachers, displays of rude
behavior and to vandalism in the neighborhood and within the school
during school hours. These added reasons for suspension, coupled with
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TABLE II
Causes for Disciplinary Suspensions
Hard Data Sept. -Jan.
1977^1978
Feb-June
1977-1978
Sept. -Jan.
1978-1979
Feb. -June
1978-1979
Physical Assault 3 4 2
Molesting 1
Fighting 1 10
Vandalism 14 1 1
Illegal Drugs 1 1 1
In-Class Disruption 9 5
Out-Class Disruption 4 1 10 2
Cutting 3 2 6
Fire Alarm Ringing 1
Extortion i
Theft 1
Truancy 7
TOTALS 34 33 19
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low-proportion increase in the actual number of suspensions, indicate
that the school atmosphere was more tranquil and less violence-prone
than in the past—and this despite the higher records of actual
suspensions. In addition, it should be noted that any change within
institutions requires time to be reflected in the documentable school
situation (Watson, 1969).
Further Outcomes
Many important issues and activities emerged from the study as
a result of the participation of parents, students, and teachers in the
program and particularly in the Charrette. For example, an atmosphere
of concern for students and an eagerness to participate is dominant
among teachers. This same concern for the school and willingness to
'participate’ in the affairs of the schools, is prevalent among parents
and students. There are many ongoing activities which reflect this
new climate within the school.
One such development has been the program which teachers
adopted for themselves to improve teacher attendance. Teacher absence
has been over the years the single most disruptive force to the schools’
effort to maintain a viable and consistent system for delivery of
instructional services to students. The teachers, have, without
sanctions or other pressures from administration reduced absenteeism
among staff by more than fifty percent.
Another development which grew out of the study was the shift
by the principal from initiator to facilitator of programs designed to
address the schools’ problems. For example, with the exception of the
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principal's need to deal with specific administrative items, faculty
conferences are conducted as part of Charrette meetings. This makes
it possible for the staff, as the participatory community, to have
direct input into the idenrification and solution of problems.
At the last such conference the Charrette addressed the need to
establish an incentive awards program for students and teachers. With
the full participation of staff, the program has been launched.
Finally, and perhaps mosL im.portant, is chat the serse of
empowerment, trust and belonging which now pervades our school
community, has made possible, if not mandated, the shift of the principal's
leadership style to one which can best be described as enabling or
fully participatory.
CHAPTER V
CONCLUSIONS AND RECOMMENDATIONS
It was not the goal of this study to merely establish a causal
relationship between the questions raised and the outcomes identified.
Rather » this highly qualitative work seeks to point out the interactive
relationships among the questions posited and to identify the patterns
and trends that emerge from the analyzed data. Each question will
be restated and viewed in the light of the information that the study
produced.
The first question was: Would the parental involvement program
raise the academic achievement levels of students as measured by
standardized reading test scores and subject grades? The slight
growth in academic achievement as reflected by the positive growth
patterns in reading, as well as in the decline in the number of subject
failures by students, may be attributed in part to parent education
participation component of the leadership model. However, because
of the large number of variables which enter into the situation, such
a claim cannot be established at this time.
The second question was: Would the program raise the level
and quality of parent participation? The study supports the conclusion
that there was a relationship between the introduction of the leader-
ship model and the dramatic rise in the level and quality of parent
participation. The minutes of the parent workshops and Charrette
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meeting’s in the Appendices provide evidence that parents were
actively involved with students and teachers in the decision-making
processes of the school. For example, parents, teachers and students
worked intensively to identify and work out solutions to school
problems. A feeling of trust and ownership surfaced and helped
create a new awareness among staff of student needs and parent
expectations.
The third question was: Would the program bring about
improvement in school tone as reflected by a reduction in the number
of altercations between students and staff and in the number of
classroom disruptions? Although the differences in data gathered
were not significant, the combined efforts of parents, teachers and
students to seek a solution to the disciplinary problems provides
evidence of the efforts by the total school /community to improve school
tone. The differences in the data gathered were not significant
enough to draw conclusions with regard to scliool tone. However, the
recognition of the students and their parents that school tone was a
problem, can be said to mark the beginning of improvement in the
school atmosphere.
The fourth question was: Would the Charrette enable students
teachers and parents to participate cooperatively in decision-making?
The establishment of the ’'Reading is Fundamental’' program and the
Student Forum each provide examples of the effectiveness of the
Charrette concept as a means of involving parents, students and
teachers in decision-making.
The Reading is Fundamental coininiltcio came about as a rc:;alt
of a question raised at a parent workshop meeting concerning the
availability of interesting reading material for students of our school.
It was pointed out that there were no public libraries or book stores
in the immediate neighborhood; therefore, it was difficult for children
to develop the habit of reading for pleasure. The transcripts of these
committee meetings (Appendix Il-b) attest to the level and quality of
participation by both parents and teachers in the development of the
project
.
The Charrette has had a positive effect on each segment of
the school /community. For example, teachers participated in the
reorganization of the school for the spring term, and two major
results are clearly evident at this point. First, the level ot teacher
expectations of students has risen dramatically. For example, minimum
standai'ds have been drawn up by teacher teams for each gron.p dass
taught by the team. Second, teacher attendance has improved
dramatically. Prior to the re-organization the average daily teacher
absences were from four to five, while the overall today is two.
A number of tentative conclusions can be drawn. Among them
are, first, that participation gives organization members a sense of
ownership and responsibility to the accomplishment of the goals of the
organization. Secondly, people are desirous and willing to contribute
to the accomplishment of organizational goals when they feel a
sense
of belongingness, empowerment, and ownership. Thirdly,
participa-
tion does generate further participation, and fourthly,
the principal’s
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enabling leadership style is essential to generate full dcrr.ocratie
participation on the part of the school /community
.
Personal Reflections on the Study
In addition to shedding light on the formal questions proposed
by the study, the researcher noted many emerging issues, patterns
and activities whivch grew out of the study as it proceeded. The
design of the study not only allowed but called for the analysis of
unforeseen issues in addition to the original objectives of the study.
One of the outstanding side effects of the program was the almost
total involvement of the teaching staff in tVie planning effort with
parents and students, and the effect which this had on the teachers.
For example, teacher absence fell from an average of four to five
persons absent per day to an average of one and a half persons
absent per day
,
and this figure included jury duty as well as long
term verifiable illness. It had long been the standing situation that
teacher absence was one of the most destructive forces in this and
other schools similar to it. Teacher absence was one of the problems
with which principals could not cope since there were no substitutes.
This in itself made a great difference in the life of the school.
The researcher found that it was crucial for parents and
students to be able to enter into and effectively use the problem
solving processes which were introduced. This process is
referred
to in the paper as the laboratory technique . Both parents
and students
grew in their ability to identify and use the problem solving
power.
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in observing and analyzing the activities of parents, teachers
and students as they interacted with the changes which came about
in the school atmosphere, it was clear that effective participation
is in itself educative and did produce a feeling of belonging’ness,
connectedness and investment on the part of all segments of the
school community. The participative skills gained by the parents,
teachers and students reflected themselves in many activities. For
example, parents, students and teachers planned for this years’
graduation exercises. Their newly gained skills were apparent as
they were able to form a consensus as to the activities, cost and
budget. Each of these items had great emotional content.
The participation of teachers, students and parents in the
decision-making process not only made it possible for the principal
to adapt an enabling style of leadership, but in some sense it could
be said that the participatory effort mandated a change in leadership
style. It is highly probable that principals underestimate the ability
of parents and students to identify and solve problems which affect
them
,
and in fact to generate their own agendas with regard to
activities and programs for solutions to problems. This was made
dramatically clear as is shown by agendas generated by parents
and students. For example, the establishment of the Reading is
Fundamental program, the Forum groups, and the Incentive Awards
program, all came from the Charrette committee. This was only one
instance in which leadership style v>/as altered by the activism of an
emerging school community. As it began to emerge in the pilot study
,
02
it became evident that a very sophisticated small group of parents
can have a very wide impact on the life of the total school.
Implications for Further Study
The study raised many issues which warrant further study.
The study could be duplicated using many more schools from areas
representing middle income population, as well as the lower socio-
economic segments of the community.
One such study could be designed to answer the question of
how the activities of the various gToups (parents, students and
teachers) impact upon the leadership style of the principal.
Another study could be directed toward identifying the long
term Impact of the leadership model.
An additional study could examine in a more statistically
viable way the relationship between academic achievement and the
principal's leadership style.
Finally
,
there could be a more highly controlled study v^^ith a
larger population to test the generalizability of the patterns that
emerged at this school.
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Transcription of Notes on Charrette Meeting: Student Forum
Problem Perceived
Fighting
Problem Clarified and Made Specific
Children at I.S. 55 are constantly involved in fights both
in and out of classroom.
C
a
use Perceived
Lack of opportunity to discuss and share problems and feelings
in an environment free from peer pressure.
Cause Clarified and Made Specific
Children at I.S. 55 fight because they do not have an opportunity
to discuss and share problems and feelings in an environment free
of peer pressure.
Primary Program (Activity) Which Addresses Cause
1. Establishment of a ”Rap Room."
2. Select children who represent a cross section of behavioral
patterns and permit them to express their feelings » offer
solutions, and create new program and activities. Children
will also participate in games and activities which:
a. facilitate expressing and identifying feelings
b. create a sense of belonging
c. create a sense of connectedness
d. create a sense of power and ownership;
example—Jerry’s book
e. resolve conflict
D i
f
ficulties in Implementing Program or Activity
1. Selection of students
2. Notification of parents.
3. Selection of teachers (Volunteers) and training of same (if
necessary)
.
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4. a . Number of students to be involved
b. Number of students per session.
Events to Offset Difficul ties
1. a. Get recommendations from teachers.
b. Make certain that the final group includes representatives
of the student government.
2. Contact parents by phone and letter when dates have been
decided upon.
3c Be Check schedules of all participating teachers to determine
when they are available.
be Arrange to train those teachers who need training.
4. a. Select 75 students to start.
ta. Select 15 students to participate in each session once
a week to begin.
Tactics or Strategies to Offset Difficultie s
1. a. Ask teachers to submit the names of three students who
exhibit the following behavior;
(1) outstanding behavior
( 2) frequent fighting
(3) frequent arguing
(4) frequent conflicts v/ith teachers
b. Select three representatives of student government for
each group of 15.
2. Principal will arrange to have letters typed and mailed, and
telephone calls made.
3. a. Program chairman will make final check of teachers;
program and inform us of who is available.
b. Group leader will arrange to train those teachers who are in
need of training. Program chairman will check teachers’
program to determine teachers’ availability.
4. a. Select the 75 students who meet criteria for selection
and inform their parents by phone or letter.
b. Divide the 75 students into 5 different groups and meet
three groups each week. Check out results and change
schedule and group size if necessary.
Who and When?
1. Who?
a. Group Leader /Facilitator
D. Students ~ 75 in total
Cc Parents - 6
dc Teachers - 4
2 c When?
First session of 15 students to meet November 15, 1979, at
10:00 A.M. in the Forum Room 125.
Resources Needed
1. Tape recorder
2c Movie film projector and screen; filmstrip projector
3c Bean Bags
4 c Newsprint
5. Magic inarkers
Accountability (how, to whom, and when are results to be reported)
Ic Inter-action analysis (ethnographical) between students ~
students - students - teacher /parents
Note: Narrative form
2. To be submitted to principal and group leader following each
session.
Evaluation (hov/ will you know if objectives are accomplished - behavioral
changes)
There will be a reduction in fights and in /out of classroom,
disruption on the paid of the participating students.
APPENDIX II-B
Transcription of Notes on Charrette Meeting:
Reading Fundamentals Committee
121
Transcription of Notes on Charrette Meeting;
Reading Fundamentals Committee
Perceived Problem
1. Access to childredn’s public libraries is difficult for
our students.
2. School lacks funds to purchase needed materials.
3. Lack of current materials.
4. Lack of high interest material on grade level.
5. Students don't own enough books.
6. Low interest in reading for pleasure.
Problem Clarified and Made Specific
Many students have low reading scores. There is a lack of
interest in reading among many students due to their limited
exposure to reading materials which interest them.
Perceived Cause
1. Lack of personnel
2. Lack of resources
3. Lack of availability of good material
4. Lack of time
Primary Program of Activity
Institute a RIF Program at I.S. 55 of which the Language Arts
Teachers will be an integral part.
1. Coordinator will arrange to get RIF books from RIF office,
2. Matching funds - $100- $300 (possible fund-raising activity)
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Difficulties in Implementing Primary Progi'am
1. Finding a coordinator who has the time
2. Transportation
3. Distribution
4. Deciding- on policy of how books are going to be used
5. Program L.A. teacher into the implementation of program
through the double L.A. period.
6. Identify a chairperson of the RIF committee
Events to Offset Difficulties
1. Accept volunteer effort of school librarian.
2. Assigmi all L.A. teachers to work on RIF committee with
Coordinator. They will suggest a policy regarding the
implementation of the RIF program (collection and distribution)
3. Select a chairperson from those who volunteer.
Tactics or Strategies to Offset Difficulties
1. Ms. X has volunteered to be Coordinator
2. Program chairperson has made all such program changes
3. Form a small com.mittee from Charrette members
4. Select a Chairperson from Charrette
Who and When
1. Coordinator
2, Committee (11 persons)
RIF Committee
Chairperson
Resources Needed
1. Automobile
2. Use of phone
3. Room
4. Money
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Accountability - How, To Whom, and When are Results to be Reported
RIF Chairperson will conduct her first committee meeting on January
30, 1980 at 1:45 p.m. in Room 237. Results of meeting will be reported
to Charrette on a date to be decided.


